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ABSTRACT
INTRAPERSONAL AND COGNITIVE SKILLS IN MEMBERS OF SELFDIRECTED WORK TEAMS;

AN EXPLORATORY STUDY

FEBRUARY 1994
JUDITH SCHMIDT GLASER,
M.P.A.
ED.D.

B.A.

WHEATON COLLEGE,

MASSACHUSETTS

UNIVERSITY OF MASSACHUSETTS AMHERST
UNIVERSITY OF MASSACHUSETTS AMHERST

Directed by:

Professor Maurianne Adams

Complex conditions in the popular work place mechanism
of Self-Directed Work Teams require many skills of team
members.

Adult Cognitive Development studies skills that

deal with complex ideas and finds their development in some
adults,

always in predictable patterns.

This naturalistic,
the existence,

exploratory research investigates

characterization,

development and importance

of nine cognitive and intrapersonal skills found in both
work place literature and adult cognitive development liter¬
ature but not uniformly emphasized in training offered to
team members.
The skills include Systems Thinking,

Integration and

Synthesis,

Taking the Perspective of Others,

Diagnosis,

Recognizing,

ings,

Analysis and

Identifying and Dealing with Feel¬

Willingness to Disagree with Authority or Majority,

Ability to be Flexible,

Ability to Deal with Ambivalence,

and Ability to Assess and Take Risks.

vi

This research investigates use of the nine skills
through observations of team meetings in two distinctive
work places.

Observed uses of the skills were confirmed

through interviews with team members which also explored
skill development.

Interviews with team leaders established

their sense of importance of the skills.
Major findings include:
widespread.

2.

1. Use of six of the skills is

Characteristics of 248 skill instances

offered a basis for determination of sequence of skill
development.

3.

"Learning From Models” and "Reflection On

Experiences" were credited by team members for development
of their skills.

School experience and training programs

were not significant sources of development.

4. Most of the

skills were considered important by the people responsible
for the teams.
Unexpected findings include:

1.

Some team members

without higher education evidenced skills at a level expect¬
ed by Adult Cognitive Development theories only of those
with higher education.

2.

The team itself was cited by

members as having positive developmental effects.

3.

The

interviews in which team members reflected upon their skills
development proved developmental,

strengthening the findings

that reflective thought constitutes a significant pathway
for development of the nine skills under consideration.
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CHAPTER

I

STATEMENT OF THE PROBLEM

Introduction
More than 26% of all North American organizations are
experimenting with the use of Self-Directed Work Teams
(SDWTs)

(Wellins,

1991),

a form of highly participatory

management that has been found to increase productivity
(Cummings and Malloy,
1967;

1977;

Peters and Waterman,

and quality of product
lives of workers
Lawler,

Murray and Cooke,
1982;

(Doming,

Hoerr,
1986)

(Harper and Harper,

1989;

1940,

Likert,

Blinder,

1989)

while enhancing the
1989;

Weisbord,

1990;

1986).

A Self Directed Work Team is a
highly trained group of employees, from 6 to 18 on
average, fully responsible for turning out a welldefined segment of finished work. . .Because every
member of the team shares equal responsibility for
this finished segment of work, self-directed teams
represent the conceptual opposite of the assembly
line, where each worker assumes responsibility for
a narrow technical function (Orsburn et al, 1990,
p. 8) .
Organizations using Self-Directed Work Teams must
change their organizational structures

in order to support

the broad responsibilities of the SDWT to manage itself and
make its own decisions.

In addition,

organizations using

teams must assure that the members of their SDWTs have the
interpersonal,

communication and problem solving skills

considered necessary to be successful team members

(Orsburn

et al,

Carew and Parisi Carew,

1992),

and that they

understand group process.
In order for the work of the team to be optimal,
organizations utilizing SDWTs provide intense training
(Owens,
above,

1991,

Orsburn et al,

1990)

and in other technical,

in the skills mentioned

interpersonal and group

skills that have been identified as necessary.
A recent search of the literature on SDWTs
1992a,

1992b)

(Glaser,

has found it to contain material suggesting

that in addition to the skills currently emphasized in team
trainings,

today's team members must be able to demonstrate

conceptual and intrapersonal skills such as the ability to
think systemically,
others,

the ability to take the perspective of

the ability to integrate and synthesize ideas,

and

the ability to tolerate ambiguity.
This study is planned to turn from the literature to
the practice of teams in the workplace to learn more about
the intrapersonal and conceptual skills that were suggested
in that literature.

Adult Cognitive Developmental theory,

which holds that various developmental characteristics
(themselves hierarchical,
in invariant sequence)

qualitatively different and found

are necessary in order for higher

levels of the skills to be exercised,

will be utilized to

assist in further understanding these skills.

The ultimate

aim of the inquiry is to answer four questions:
-Are intrapersonal and conceptual skills used by
members of teams in the workplace?
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-If so,

what characterizes the use of such skills?

-How do those members who utilize the skills describe
the circumstances of their gaining them? and
-Do team leaders consider the use of intrapersonal and
conceptual skills to be important to the success of
their teams?
From this study conclusions may begin to be drawn as to
whether intrapersonal and conceptual skills are present and
sufficiently important to the success of SDWTs that they
should be emphasized by those planning team trainings and
other organizational processes designed to enhance the
success of teams.

In addition,

the study will be able to

provide guidance as to how organizations might approach the
fostering of the skills in team members.

Participatory Mechanisms in Organizations
The Self Directed Work Team is a highly developed
organizational participatory mechanism.
mechanisms,

less participatory,

less difficult to implement,
organizations.

Other participatory

less highly developed and

are commonly found in

Although the other forms have been found to

be beneficial to their organizations,

the recent emphasis on

Self-Directed Work Teams reflects findings
1992)

(Lawler,

1986,

that the benefits of using more highly participatory

forms are greater than those of the less complex and less
participatory forms.

The difficulty of developing and

maintaining SDWTs in organizations has led to the existence,
out of theory and into practice,

of workplace teams that

4
operate in many different ways being termed "Self-Directed
Work Teams".
Participatory mechanisms in organizations are designed
either to stimulate or motivate the employee to take more
responsibility while improving job satisfaction^,
the same^,

to reward

to give the employee more control over his/her

working environment^,

or to capture for the organization the

ideas of their employees^.

A list of the various mechanisms

and their intended outcomes is to be found in Figure 1
below.
Self-Directed Work Teams
While Self-Directed Work Teams are fully responsible
for a whole product or process of work
1989) ,

(Harper and Harper,

teams also meet to plan the work they perform and

manage many of the other functions traditionally held by
management

(Lawler,

1986).

their own quality control,

Teams are also responsible for
and for using feedback from

internal and external customers

(Weisbord,

1990,

Lawler,

^Such mechanisms include job enrichment and attitude
surveys.
^Gain sharing may be such a mechanism.
^Quality of Work Life (QWL) programs. Flex time and
Flex benefits or menu benefits, which enable employees to
make choices about important conditions of their work, are
among this type of participatory mechanism.
'^Suggestion systems, quality circles, problem solving
teams. Self Managed Work Teams and Self Directed Work teams
are among this group of mechanisms.

5
PARTICIPATORY MECHANISM

PURPOSE

—job enrichment
—suggestion systems
—attitude surveys

To motivate employees to
take responsibility for
organizational success

—QWL programs
—flex time
—menu benefits
—suggestion systems
—job enrichment

To improve job satisfaction

—gain sharing
—recognition programs
—celebrations

To reward the taking of
organizational
responsibility

—flex time
—QWL programs
—Menu benefits

To capture for the
organization the ideas of
some employees

—Suggestion systems
—QWL programs
—Quality Circles
—Problem solving teams

To capture for the
organization the ability of
some employees to think
about organizational
problems and opportunities.

self directed work teams
with
congruent organizational
systems

To capture for the
organization the ability of
all employees to think
about organizational
problems and opportunities
and to commit to
organizational goals.

Glaser,
Figure 1
Participatory Mechanisms in Organizations

1993
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1986).

Teams are asked to be flexible enough to deal with

the constant chaos that is a hallmark of the contemporary
organization
1982,

(Emery and Trist,

Peters,

1988, Vaill,

1963,

Peters and Waterman,

1989).

The chaos that is characteristic of organizations in
the late 20th century is,

in fact,

one of the major factors

that has led to the widespread use of teams.
Trist

(1963),

Likert

Bennis and McGregor,
Peters

(1988), Kantor

(1961), McGregor
(1967),

Emery and

(1960), McGregor,

Peters and Waterman

(1983), Bridges

(1988),

(1982);

and others

have noted that as the complexity of the workplace
increases,

teams are a mechanism organizations can use in

order to be flexible enough to weather what Vaill

(1989)

calls the "permanent Whitewater” that has come to
characterize organizational life.

Why Do Organizations Use Teams?
In addition to flexibility,

other factors responsible

for the widespread use of teams in the 1990s include
benefits of teams that have been in the literature for many
years.

These factors include 1)

The fact that teams have

been shown to lead to improved productivity and quality
(Cummings and Malloy,

1977,

Deming,

1986),

2)

teams has been found to lead to job enrichment
1957)

which increases worker satisfaction

1984),

3)

(Argyris,

(Mayo,

decreases turnover and absenteeism (Rostow,
Lawler,

That use of

1933)

and

1980, Mirvis and

That use of teams reduced resistance to

7
change

(Lewin,

1947a),

reduced labor costs

and 4)

(Lawler,

That use of teams leads to
1986).

Most important, however,

in causing the extensive

interest in Work Teams in the late 1980s and early 1990s has
been the economic crisis affecting North American businesses
since the 1970s.

As the crisis magnified in the next two

decades. North American organizations had their attention
brought to the benefits of using groups as an structuring
organizational mechanism by a popular business book.
Search of Excellence,

by Peters and Waterman.

In

Peters and

Waterman wrote:
Small Groups are, quite simply, the basic
organizational building blocks of excellent companies
(p. 126)
It is also quite remarkable how effective
team use in. . .excellent companies meets. . .the best
academic findings about the makeup of effective small
groups (1982, p. 127).
The team structure offered many important advantages to
organizations that employed it.

It also demanded much of

the individual workers who made up the team.

Training Helps Team Members Meet High Demands
The very definition of Self-Directed Work Teams
suggests the high level of demand that team membership puts
on the individuals who people them.

Team members are asked

to learn their own jobs and the jobs of others in their team
(Harper and Harper,

1989), to learn to be able team members

in teams that often cross racial,
organizational status lines

cultural,

(Glaser,

1992a),

class and
to have the

8
ability to communicate,

resolve conflict,

share leadership

and solve problems in the team (Weisbord,
1986,

Orsburn et al,

1991).

1990,

Lawler,

Team members are also asked to

learn many administrative skills formerly performed by
management

(Harper and Harper,

1989),

to process large

amounts of complex information in order to make complex
decisions in a group
remain flexible

(Weisbord,

(Kinlaw,

1990; Wellins,1991)

1991, Bartelme,

changing organizational conditions,

1991)

(Vaill,

and to

in rapidly

1989).

To assist team members to have the skills to meet the
challenges confronting them,

organizations typically invest

in extensive training for their team members
Orsburn et al,

1991).

(Owens,

1991,

In fact, the two factors that have

been found most critical in assuring the organizational
success of teams have been 1)
middle management and 2)
(Rubenstein,

Reducing the resistance of

Providing training to team members

1987, Orsburn et al,

1990).

Training Emphasizes Five Areas Necessary For Team Success
The training usually provided to teams has been
designed after much study of the factors that make teams
successful.
of skills:
2)

Such training generally focuses on five types
1)

The technical skills necessary to do the job;

The administrative skills necessary to manage things such

as scheduling,

ordering supplies,

etc.;

skills needed to work in a group; 4)
and 5)

3)

The interpersonal

Problem solving skills;

Information about group process and development which
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assists the group in understanding its own unfolding
(Orsburn et al,

1991,

Carew and Parisi-Carew,

1992).

(See

Appendix C for examples of the five types of skills).
Training processes are considered important enough for
the organization to invest considerable amounts of employee
time in them.

Adding to the expense is the fact that many

companies hire outside consultants to perform the training
for team members.

The time and training fees are considered

an investment organizations must make if they are serious
about utilizing teams.
Knowledge about the interpersonal skills needed to work
in a group and information about group process and stages of
group development are deemed by many to be particularly
important for the success of a team.
A useful acronym that summarizes knowledge about the
factors necessary for a high performing team has been
devised by Carew et al

(1990).

That acronym is "PERFORM”

and it dynamically represents many factors critical for team
success

(See Figure 2).

Additional Skills Suggested bv Literature in Two Fields
A recent study of the literature on organizations and
Self-Directed Work Teams

(Glaser,

Adult Cognitive Development

1992a)

(Glaser,

and on the field of

1992b)

has found that

in addition to the five types of skills listed above,

team

members may demonstrate and require other types of skills in
order to optimally meet the demands of their organizations.
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Productive:

Members have developed
effective decision-making
and problem solving
methods.

Empathy:

Members have desire to
understand what others
think and feel.

Roles & Goals:

Are mutually agreed upon
and clearly stated

Flexibility:

Members are willing and
able to play different
roles as needed.

Open Communication:

Effective two-way
Communication is
practiced.
Differences
are encouraged.
Conflicts are addressed.

Recognition and
Appreciation:

Individual and Group
accomplishments are
recognized and genuinely
appreciated.

Morale:

People feel good about
being members.
Satisfaction and
confidence are high.
by Carew and Parisol,

1992.

Figure 2
"Perform” Acronym for High Performing Teams
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Literature Highlights Demands of Contemporary Organization
Recent material in the organizational and SDWT
literature graphically describes the demanding conditions
team members encounter in workplaces at the end of the 20th
century.

The literature that describes these conditions

emphasizes two of these conditions, the effects that chaotic
environments have on teams and individuals,

and the amount

and complexity of information that must be analyzed by the
team.
Effects of Chaotic Environments
The effects of chaotic internal and external
environments of SDWTs include the creation of great and
constant stress

(Wellins et al,

1991)

which may make team

functioning more complex in a number of ways.

In addition,

chaotic environments create constant uncertainty and
ambiguity which also may have the effect of increasing the
stress of the job and intensifying its effects
Hirschhorn,

1991; Weisbord,

(Vaill,

1990; Wellins et al,

1989;

1991).

Amount and Complexity of Information
The literature describing working conditions for
members of SDWTs emphasizes the amount and complexity of
information that must be analyzed by the team (Weisbord,
1990, Waterman,
1983) .

1987, Hirschhorn,

1989, Varney,

1989,

Elden,

Such information requires the ability to comprehend

the relationships among various kinds of information,

to

understand the relationships of parts of a system to the
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system as a whole

(Emery and Trist,

1960),

the relationships between multiple systems
Geoffery Vickers,

1965,

Lawler,

and to understand
(Weisbord,

1986, Kinlaw,

1990,

1991, Vaill,

1989).
In addition, the complexity of the information flowing
to the team requires that team members possess sophisticated
information analysis and processing skills
Weisbord,

1990, Wellins et al,

1991,

(Waterman,

Hotter,

1987,

1985),

including the ability to integrate and synthesize infor¬
mation

(Weisbord,

1990, Lawler,

Argyris,

1964, Hotter,

Follett,

1924).

1985,

1986, Hirschhorn,

Graham and Bishop,

1991,

1991,

Other skills required of teams by the complexity and
amount of information coming to them include problem¬
defining skills
Hotter,

1985,

(Harper and Harper,

Orsburn et al,

1990,

1989, Weisbord,
Lawler,

1986)

1990,

and

decision-making that is particularly complex and uncertain
(Harper and Harper,
1991,

1989, Wellins et al,

Graham and Bishop,

1991),

1991,

In addition,

Bartelme,
the complexity

of the information with which Self-Directed Work Teams are
dealing makes it necessary that skills to assess and take
risks be brought to group decision making
Harper and Harper,
1989,

1989, Vaill,

Graham and Bishop,

1991,

1989,

(Hotter,

1985,

Lawson and LaFasto,

Zenger et al,

1991).
%

The citations above are all from the literature on the
contemporary workplace and on SDWTs

(Glaser,

1992a).

As we
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discuss the implications of the many skills required of
members of SDWTs

(the skills named above in addition to the

five commonly highlighted skills) we will turn to literature
from the field of Adult Cognitive Developmental Theory.

Needed Skills as Outcome of Development
Because the skills that are studied by the field of
Adult Cognitive Development speak directly to the skills
recently identified as necessary by organizational theorists
and observers,

the field of Adult Cognitive Development will

be used in this research to assist in the exploration of the
manner in which the new skills exist in the life of SelfDirected Work Teams.
Theories of Adult Cognitive Development attempt to
describe the increasing degree of complexity with which
individuals make meaning of their experience.

The theories

study orderly changes in reasoning patterns that act as
filters through which individuals ascribe meaning to an
event,

issue,

or problem,

increasing complexity

enabling them to deal with ever-

(Kitchener,

1983,

and Rodgers,

1980).

Changes in reasoning patterns emerge and progress in
predictable ways at various stages of development of
individual reasoning patterns.

Adult Cognitive Development Theory
Adult Cognitive Developmental theory suggests that the
skills on which this work is focussing are skills attained
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as individuals progress through stages of development which
have been hypothesized

(Glaser,

1992b)

to progressively

enable individuals to use the skills demanded by organiza¬
tions utilizing Self-Directed Work Teams.
Derived largely from the work of child developmentalist
Jean Piaget in Geneva, Adult Cognitive Development theory
argues that predictable patterns of development in logical
thinking account for increased complexity of reasoning in
the areas of moral thinking,
judgement,
Inhelder,

ego development,

interpersonal skills and more
1969; Kitchener,

1983).

reflective

(Piaget and

1992b).

The field of Adult Cognitive Development extends
Piaget's view that an individual's interaction with the
environment creates situations in which a developing
individual may move from stage to stage.

William Perry,

Lawrence Kohlberg, Robert Kegan, Mary Belenky and Karen
Kitchener are just some of those in the field who believe
that an individual has developed a working cognitive
structure through which s/he makes sense of the environment.
When new information does not fit into the prevailing
structure,

the individual will suffer a period of

disequilibrium.

Eventually the person will either

assimilate the new information into the old cognitive
context,

or will change the context or world view to

accommodate the new information, thereby establishing a new
cognitive context

(Rosen,

1985).

Others have referred to
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the changing cognitive context as "framing” and "reframing”
(Marsick,

1992).

The study of Adult Cognitive Development,

following

Piaget's work, was the consequence of three findings.

The

first of these was that not all adults have attained the
stage of formal operations that Piaget thought concluded
child development
Neimark,

1975,

(Kuhn, Danger, Kohlberg & Haan,

1979).

1977;

The second finding was that stages of

cognition "qualitatively distinct from and more complex”
than

(the step that Piaget considered to be the highest

stage)

exist.

These stages have been termed "Post-formal”

by Commons et al.

(1984,

1989a,

1990).

The third finding

was that development continues throughout life.
The stages of cognitive development are considered to
be invariant and irreversible.

The one exception to the

invariant sequence of stages was found by William Perry in
1970.

Perry cautioned that when the developmental challenge

faced by an individual is too daunting,
temporize,

escape,

the individual might

or retreat to an earlier,

less demanding

way of viewing the world.
Adult Cognitive Development theorists have found in the
past two decades that increasing developmental levels bring
with them increasing abilities to conceptualize and
therefore handle precisely the situations demanded by
current organizational environments,
ability to:

situations demanding
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-deal with uncertainty and ambiguity
-integrate and synthesize information
-approach ill-structured,

complex problems

-perceive relationships between parts of systems,
between systems and between systems of systems
-ability to weigh ones own use of reason,
authority in relation to that of others,
-understand one's self,

intuition and

and

-take the perspective of others. (Perry, 1970;
Kitchener and King, 1981; Commons, Richards and
Armon, 1984; Kitchener, 1983b; Kegan, 1982; Belenky
et al, 1986; Selman, 1976).
With some background in the areas of both Self-Directed
Work Teams and Adult Cognitive Development theory,

and

having highlighted the many necessary skills that are
currently taught to team members we now turn to the two sets
of skills that are not currently uniformly taught to team
members but are discussed as necessary in workplace
literature and addressed in the Adult Development
literature:

intrapersonal

(self knowledge)

skills,

and

conceptual skills.

The Skill Sets on Which This Research will Focus:
Intraoersonal and Conceptual Skills
As we have discussed,

recent organization and team

literature has suggested that increasingly complex organiza¬
tional conditions may require that additional skills be
emphasized for members of Self-Directed Work Teams.
addition,

In

we have established that Adult Cognitive Develop¬

ment theorists have found that skills to deal with increas-
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ingly complex ideas and situations develop in predictable
patterns in response to situations which force individuals
to reconstruct the cognitive context through which they view
their experience.
these findings,

Because of the interconnectedness of

this research will view the skills upon

which it intends to focus,
tual skills,

intrapersonal skills and concep¬

through the context of both the SWDT literature

and the study of Adult Cognitive Development.

Intrapersonal Skills
The intrapersonal,

or self-knowledge,

skills required

of team members are those skills which enable them to be
aware of and to monitor the internal processes they use to
think about the way in which they relate to other people and
circumstances.

These skills will enable team members to

blunt the possible effects on their own behavior of the
turbulent and chaotic conditions around them in the work¬
place and to assist them in resisting the diminishment of
their own abilities by stressfully chaotic working condi¬
tions

(Perry,

1970,

Sanford,

1966).

The intrapersonal

skills may assist team members in their use of interpersonal
skills,

but,

being internal and having to do with the

individual team member's thought processes and understanding
of self,

intrapersonal skills are different than interper¬

sonal skills which take place only between individuals and
their fellow team members.
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Intrapersonal skills which are noted in the Organiza¬
tional literature and in Adult Cognitive Development litera¬
ture but are not uniformly named or taught to team members
include:^
* Ability to recognize internal conflict
1991, Weisbord, 1990, Kegan, 1979).

(Hirschhorn,

* Ability to recognize, identify, and deal with
feelings (Hirschhorn, 1991, Weisbord, 1990, Kinlaw
1991, Lawson and La Fasto, 1989, Argris, 1964, 1967,
Kegan, 1979).
* Ability to use and recognize use of personal power
(Hotter,1985, Weisbord, 1990, Block, 1986, Wellins et
al, 1991, Kinlaw, 1991).
* Ability to understand one's responses to authority
and power (Hotter, 1985, Hirschhorn, 1991, Weisbord,
1990, Lawson and LaFasto, 1989, Kegan, 1979, Belenky et
al, 1986).
* Ability to take and yield leadership
1990).
* Ability to be flexible (Kinlaw,
1991, Belenky et al, 1986).

1991,

(Weisbord,

Bartelme,

* Willingness to disagree with majority or higher
authority (Kinlaw, 1991, Lawson and Lafasto, 1989,
Hirshhorn, 1991, Perry, 1970, Belenky et al, 1986,
Gilligan, 1978, Kegan, 1982, Kegan and Lahey, 1984).
* Understanding one's own reactions to risk
taking (Hotter, 1985, Harper and Harper, 1989,
Vain, 1989, Lawson and LaFasto, 1989, Graham and
Bishop, 1991, Zenger et al, 1991.
Belenky et al, 1986,
Kegan, 1979).
* Ability to recognize and take the perspective of
others (Vaill, 1989, Weisbord, 1990, Massarik et al,
1985.
Perry, 1970, Belenky et al, 1986, Selman, 1977).

^Citations from the organizational and team literature
are in regular type; citations from the adult development

literature are in bold.
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* Understanding one's own preferred style of response
and interaction with people and events (Briggs Meyers,
1987, Carew et al, 1992, Perry, 1970, Belenky et al,
1986, Kegan, 1979, Kitchener, 1982),
The above skills all refer to thought processes that
occur within the mind of an individual.
As we have noted, the literature also suggests that in
addition to the intrapersonal skills listed above,
conceptual skills ideas are needed by members of SDWTs.

Conceptual Skills
The conceptual skills required of team members are
those which enable them to successfully confront,

process,

analyze and resolve the complex information and illstructured problems they face in the fast-paced and everchanging organizational environments in which they work.
Those conceptual skills noted in both the Organizational
literature and the Adult Cognitive Development literature
include:
* The ability to analyze systems and their component
part (Weisbord, 1990, Vickers, 1965, Emery and
Trist,1960. Basseches, 1984, Belenky et al, 1986,
Kramer, 1990)
* The ability to define problems and address illstructured problems (Harper and Harper, 1989, Weisbord,
1989, Orsburn et al, 1990, Lawler, 1986. Kitchener,
1983a, 1983b, Kitchener and King, 1981, Basseches,
1984, Selman, 1976, D. Heath, 1978).

®By the time that this research was completed, the
skill of systems thinking was receiving significant
attention by those who are responsible for team success in
organizations.
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* The ability to see the relationships between systems
(Emery and Trist, 1960, Weisbord, 1991. Kitchener,
1983b, Commons, 1982, Richards and Commons, 1984).
* The ability to synthesize and integrate concepts
(Weisbord, 1990, Lawler, 1986, Hirschhorn, 1991,
Argyris, 1964, Graham and Bishop, 1991. Basseches,
1990, Belenky et al, 1986, D. Heath, 1977, Kegan, 1982,
Kegan and Lahey, 1984, Kitchener and King, 1990,
Kramer, 1989, Labouvie-Vief, 1990).
* The ability
to deal with ambiguity, be flexible, and
live with uncertainty (Vaill, 1989, Hirschhorn, 1991,
Weisbord, 1990, Wellins et al, 1991.
Basseches, 1984,
Belenky et al, 1986, Kegan and Lahey, 1984, Kitchener,
1983b, Kitchener and King, 1981, Kramer, 1990).
* The ability to assess and take risks (Harper and
Harper, 1989, Vaill, 1989, Lawson and LaFasto, 1989,
Zenger et al, 1991, Graham and Bishop, 1991.
Perry,
1970, R. Heath, 1964).
The conceptual skills named above,
skills,

like intrapersonal

take place in the mind of an individual.

of skills is complex,
is compelling.

The list

but the rationale for their importance

The research reported here is a first,

exploratory step to determine whether some of these
intrapersonal and conceptual skills,
of Adult Developmental literature,

(or, using the language

cognitive skills)

in the life of teams as well as in the literature,
so,

exist

and if

to gather some additional information about them.

Specific Skills Probed in this Study
I chose the nine skills named in Figure 3 out of the
sixteen Intrapersonal and Cognitive skills named on pages
19-21 to focus upon in this study.

The nine skills were

chosen because I judged them to be observable in limited.
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SYSTEMS:

The ability to analyze systems and their component
parts, the ability to see the relationships
between systems.

INTEGRATION AND SYNTHESIS:
The ability to synthesize and
integrate concepts, ideas, roles and activities
across contexts.

TAKING PERSPECTIVE OF OTHERS:
The ability to recognize and
take the perspective of others.

ANALYZE AND DIAGNOSE:
The ability to Analyze and Diagnose
a problem or a situation.

IDENTIFYING AND USING FEELINGS:
The ability to recognize,
identify, and deal with Feelings.

WILLINGNESS TO DISAGREE WITH AUTHORITY:
Willingness to
disagree with majority of higher authority.

FLEXIBILITY:

AMBIGUITY:

The ability to be flexible.

The ability to deal with ambiguity,
flexibile, and live with uncertainty.

RISK TAKING:

be

The ability to take risks.

Figure 3
Intrapersonal and Cognitive Skills Upon Which
This Research is Based
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short term observations of team meetings and therefore
appropriate for this exploratory study.
An annotated list of the skills in Appendix D details
the choices made regarding inclusion in the study.

Purpose of Study
As noted above, the intrapersonal and cognitive skills
on which this study is focusing have been discussed in the
literature as critical to contemporary workplaces.

This

study takes the concepts found in the theory and determines
whether the skills can be found to be used in the practice
of teams in workplaces of the early 90s.
asks the questions:

The study also

If the skills are found to be used,

what characterizes their use?

How do those members who use

the skills describe the circumstances of their gaining them?
and Do those in organizations responsible for the success of
the teams consider the use of these intrapersonal and
conceptual skills to be important to team success?
Answers to these questions are significant in that they
may bring additional dimensions to the theory and may
further inform the practice of self directed work teams.

Significance of Study
The answers to the four research questions that are the
basis of this study will determine the manner in which the
study will have significance for participative workplaces
that are utilizing teams,

for the further study of the
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skills being studied,

and for the field of Adult Cognitive

Development.

Significance If Skills Are Used and Valued
If the intrapersonal and cognitive skills which we have
been discussing are found to be used by members of Work
Teams and valued by those who are responsible for the
success of the teams,

implications for future training of

teams will be significant.
findings,

If further research confirms the

intrapersonal and conceptual skills would uniform¬

ly be considered important additions to team training cur¬
ricula.

Significance of Characteristics of the Skills
The importance of knowing something about the charac¬
teristics of the nine intrapersonal and conceptual skills
being studied will relate to their significance to each of
the fields being bridged in this study;

the study of teams

in the workplace and Adult Cognitive Development.

Significance For Study Of Teams In The Workplace
If the nine skills under consideration prove to be
found on the teams and valued by team leaders,

understanding

the characteristics of the skills will be necessary to take
the study a step further to plan ways in which the use of
the skills can uniformly be encouraged in team members.

In

addition, knowing what the skills look like when used will
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assist practitioners who wish to identify which team members
are utilizing the various skills.

Significance For The Field Of Adult Cognitive Development
For the field of Adult Cognitive Development, knowing
about the characteristics of these skills will create the
information necessary to begin to apply Rose and Fisher's
skill theory

(1989)

to the skills being considered here.

The theory spells out a complex process which results in a
developmental sequence of tasks that make a continuum of ten
levels of complexity for any particular skill.
developmental sequence is known,

Once the

those wanting to encourage

the development of the skill can apply Kohlberg's theory of
optimal mismatch, which will be discussed in Chapter 2.

Significance of Finding How Skills were Developed
If the nine skills being studied are found to be used
and valued, knowledge about how people develop them will be
important in order to intentionally enable the development
of the skills in people who work in SDWTs.

Knowledge about

development of the skills will be of interest to the field
of Adult Cognitive Development and will be of practical
value to those organizations using work teams.

Significance of the Bridge Between Adult Cognitive
Development Theory and Work Teams
Another significance of this study is the fact that it
brings together two discrete fields of thought:

The study
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of Self-Directed Work Teams which is considered to be a part
of Organizational Development and Applied Group Studies,

and

the field of Adult Cognitive Development.
I know of no other work spanning the thought-bridge
between Self-Directed Work Teams and Adult Cognitive
Development.
There do exist,

however,

a handful of other people

working to explore the general area that lies between the
two fields of workplace studies and Adult Cognitive
Development.

Michael Basseches has written two articles

discussing the relationship between the two fields
1986).

(1984,

Keith Marron at Wang Laboratories and William

Torbert and Dalmar Fisher at Boston College have suggested
that Management Styles are shaped by developmental stage
(1987)

and have linked autobiographical awareness to

managerial development

(1992).

Other work includes:

Cognitive Development and the Workplace
Jack Demick and Patrice Miller,

(1993)

Adult

edited by

a chapter of the book that

Robert Kegan is currently writing that discusses application
of Adult Cognitive Development to the workplace,

the work of

Charles Palus at the Center for Creative Leadership in North
Carolina,

the work of Eliot Jacques and colleagues in

Toronto and work of Victoria Marsick
at Columbia Teachers College,

(1992,

1993

in press)

who writes of the learning

that takes place in groups and through "reflective
conversations”.

Also working in the general field are
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colleagues in the doctoral program at the University of
Massachusetts who are focusing on the relationship between
Adult Cognitive Development and organizational leadership,
particularly Ronald Corbitt and Phyllis Benay.
Morris,
Young,

Linda

of the management consulting company Ernst and
is interested in tying together the fields of Adult

Cognitive Development,

adult learning theory,

organizational

learning theory and workplace organizational mechanisms.
To my knowledge,

however,

none of the work discussed

above is focusing on teams in the work place or on SelfDirected Teams.
Other fields also contribute to the study of SelfDirected Teams,
Behavior,

particularly the fields of Organizational

Industrial Psychology and Adult Education.

To the

knowledge of several well known Adult Cognitive Development
scholars who have links with psychology and with the
business world,
Commons,

(personal communication with Michael

Judith Stevens-Long,

Patrice Miller)

in the field of Industrial Psychology
tion with the late Dr.
Mandell)

and of people

(personal communica¬

Stanley Moss and with Dr.

Barbara

neither of these fields has addressed the operation

of Self-Directed Work Teams from the perspective of the
field of Adult Cognitive Development.

Careful scrutiny of

the program of a recent conference of industrial psycholo¬
gists

(Seventh Annual Conference of the Society for Indus¬

trial and Organizational Psychology,

Inc.)

reveals a great
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deal of interest in teams in the workplace but no mention of
Adult Cognitive Development.

Concepts from the field of

Adult Education have been used in discussions of the "learn¬
ing organization"
teams.

(Senge,

In addition,

1990)

which often includes work

adult educators such as Victoria

Marsick have studied the learning that takes place on teams
but have not directly referred to the field of Adult
Cognitive Development.
In spite of the fact that it has not been noted by many
others,

the field of Adult Cognitive Development has a great

deal to offer to the successful utilization of Self-Directed
Work Teams in the turbulent environment in which they exist.
(Glaser,

1992b,

1992c).

Exploration of some of those

possible applications from one field to another may prove to
be significant for both of the fields.
Keeping in mind these rich offerings that the study may
make,

we now turn to its limitations.

Limitations of Study
There are several limitations of this study,
the fact that it has a narrow focus,
exploratory and inferential,
generalizable,
the researcher.

including

that the research is

that the research is not

and that there exist several limitations of
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Narrow Focus Declared
The possibilities for significant observations when
on site with Self-Directed Work Teams are great,

as are the

possibilities for investigation of various relationships
between Adult Cognitive Developmental theory and self
directed work teams.

The research,

however,

will not focus

on the many possibilities for research that are sure to
exist.

This study will concern itself only with its

announced interest in the manifestation and importance of
intrapersonal and conceptual skills in Self-Directed Work
Teams.

Research Exploratory and Inferential
Limitation of the research are several,

and include the

fact that the research is being initiated with no prior
understanding of what will characterize the skills in
question in the team setting.

The researcher will need to

infer the use of the skills from observations,

tentative

conclusions from which will then be tested through
interviews.

Chapter 3,

Methodology,

deals with this

limitation in greater detail.

Research not Generalizable
As a naturalistic inquiry,

this research is a study of

particular situations at a particular point in time.
sample will be small.

The

Conclusions can be drawn only about

what exists in the teams studied at the time the research is
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done.

Readers of the study,

inquiries,

like readers of all such

will have to draw their own conclusions as to

whether or not the findings are relevant to other teams in
other sites.

A demand made on the study,

therefore,

is to

offer enough information regarding the particular sites and
subjects so that the reader will have sufficient information
to make a decision as to relevance to other,
situations

(Merriam,

particular

1988).

Limitations of Researcher
Further limitation of the study is a result of the
personal views and experience of the researcher herself.

I

read the Self Directed Work Team literature with a cognitive
context shaped by my previous experience with teams
1990a,
ment,

1990b)

(Glaser,

and by my studies of Adult Cognitive Develop¬

and I found in that literature skills that are not

only frequently excluded from emphasis in training for teams
but also are the same skills that are discussed in Adult
Cognitive Developmental theory.

I was predisposed to find¬

ing the skills I am looking for in the team setting.
limitation is also a strength:

This

my knowledge of the skills

and my experience with both the Work Team literature and the
Adult Cognitive Developmental literature assisted me in
making the inferences that enabled me to find the manifesta¬
tions of intrapersonal and conceptual skills in the work
teams.

This limitation,

and the steps being taken to reduce
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its impact on the research to responsible levels,

is also

further discussed in the Methodology chapter.

Summary
Self-Directed Work Teams are known to increase
productivity and quality in organizations that utilize them.
Team structure brings many benefits to the organizations
and,

in addition, requires many skills on the part of team

members.

Training is almost universally offered to assist

team members in acquiring and improving the needed skills.
Five major aspects of team life and the skills needed to
master them are uniformly emphasized in the training of team
members.
A recent study of organizational and work team
literature concluded that team members may need skills in
addition to those currently uniformly emphasized in team
training.

Rationale for two additional sets of skills was

found.
Those same additional sets of skills,

intrapersonal and

cognitive skills, were found to be addressed by Adult
Cognitive Development theory.

This theory argues that

certain skills progress in predictable manner as individuals
develop increasingly complex conceptual frameworks as a
result of interaction between their experiences and the
cognitive contexts they employ to make meaning of their
experiences.
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The current study will determine if the two additional
sets of skills are indeed present in team meetings.

If the

skills are present, the study will investigate how team
members utilize and develop the skills and how those
responsible for the success of the teams value them.
Several areas of significance exist for the research.
More frequent inclusion of the additional skills in team
trainings is one area of significance.

Information about

how the skills develop in the research participants may
assist workplaces in knowing how to foster the skills if
they are important to team success.
Limitations of the study also exist and are detailed.
Plans for addressing the limitations will be discussed in
Chapter 3.

CHAPTER

II

LITERATURE REVIEW
Introduction
There is to my knowledge no literature other than my
own work (Glaser,

1992)

linking developmental conceptual and

intrapersonal skills from the perspective of the field of
adult development to the skills needed in the workplace by
individual members of Self-Directed Work Teams (SDWTs).
There is, however, a plethora of literature on the history,
development, and practice of Self-Directed Work Teams.
Within that literature and the general literature which
discusses the challenges of working and leading in
contemporary organizations, there is a growing but still
sparse reference to the importance of cognitive skills and
of intrapersonal skills.
We will look in this chapter at the relevant literature
on Self-Directed Teams:

their history, development and

current practice and then turn our attention to the field of
Adult Development and the literature within that field
dealing with the cognitive and intrapersonal skills we will
focus upon in the research.
Self-Directed Work Teams
The following section will focus on the history of the
concept and utilization of Self-Directed Work Teams and then
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on the issues surrounding the use of Self-Directed Teams in
North America in the 1990s.

History
The evolution of overlapping thought and research
leading to the concept of Self-Directed Work Teams crosses
the decades of the 20th century, the Atlantic and Pacific
Oceans,

and the boundaries of industry,

business.
are

academia,

and

The evolution began with the delineation of what

still called "traditional” management techniques by

Frederick Winslow Taylor in the early 1900s.
concluded that 1)

jobs should be simplified 2)

should be separated from thinking and 3)
able to solve problems in the workplace
Marvin Weisbord's 1990 book.

Taylor
working

only experts were
(Weisbord,

1990).

Productive Workplaces,

traces the development of his own interest in Self-Directed
Work Teams and his related research into key thinkers about
North American management.

Weisbord focuses heavily on the

work of Frederick Winslow Taylor and also on that of Kurt
Lewin.

Both Edwin Lawler,

in his useful 1986 book High

Involvement Management and his 1992 The Ultimate Advantage
and David Hanna in his 1988 Designing Organizations for High
Performance note that Taylor's conclusions formed the basis
for all that followed in North American Management thought.
However,

soon after Taylor's work was published

(1915),

German psychologist Kurt Lewin criticized Taylor's
Scientific Management because it did not consider social
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psychological concepts.
System"

(1920)

In "Humanization of the Taylor

Lewin brought the idea of "life value" to the

analysis of work.

The study of work has not been the same

since.
It is interesting that although Lawler gives a place of
honor to Taylor in his 1986 book, he does not refer to Lewin
in his book.

Lawler's book, however,

is very strong on

referring to actual results of research on participatory
mechanisms, much of which has been done by Lawler himself.
Weisbord,

on the other hand,

emphasizes Lewin's contribu¬

tions throughout his book which refers to books,
papers more than to research,

letters and

and barely mentions Lawler or

his work.
Daniel Wren's Evolution of Management Thought

(1987)

tells us that just eight years after Lewin wrote his essay
challenging Taylor,

Elton Mayo of Harvard conducted research

at the Hawthorne plant of Western Electric and found that
increased production resulted from the fact that the workers
working in a small group had become a social unit
1933) .

(Mayo,

Mayo interviewed the workers and found a link

between supervision, morale and productivity that became the
basis of what was later to be called the "Human Relations
Movement."
In addition, the interviewing itself proved to enable
supervisors to be aware of other factors affecting
performance on the job,

and became the first instance of
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survey research,

a method of participatory management to

become prominent in the 40s and 50s at the Michigan Research
Center for Group Dynamics founded by Lewin and directed by
his colleague Rensis Likert for many years.
Wren's book, while focussing on management, does a
careful job of including those,

like Mayo and Lewin, who

were primarily psychologists whose work has been important
to the history of management.

Weisbord and Lawler,

on the

other hand, do not include in their books the important
contributions of those who were strictly involved in
management and organization studies,

such as Mary Parker

Follett, Henry Metcalf and Lyndall Urwick
Barnard

(1938)

Wren

(1940),

Chester

and others.

(1987)

and Metcalf and Urwick,

(1940)

bring our

attention to the fact that during the same years that Mayo
was working at Hawthorne and Lewin in Germany was finding
fault with Taylor's scientific management,

Boston political

philosopher Mary Parker Follett brought her own ideas of the
relations of the whole and its parts to management with the
organizational concept of "integrative unity”,

a belief that

control in organizations could be gained by coordination of
activities which required management to create common
purpose with workers.
1977,

Follett was ahead of her time.

In

Luther Gulick said of Mary Parker Follett's work in

the 1920s,
expert.”

"Even today,

she is the most modern management
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Concepts in The 1930s Build Toward Cooperation
The early work of Lewin, the work of Mayo,

and the

almost prescient work of Mary Parker Follett led the way
into the 1930s,

a decade in which rapid and multiple changes

in the relationships between organizations and their
employees began to become ever more central in the
development of North American life.
The new changes were again dominated by the ideas of
Lewin,

Chester Barnard

(1938), Gulick and Urwick

Lewin's student Ronald Lippitt

(1947),

(1937),

by

and by the establish¬

ment of the Union Movement after the passage of the Wagner
Act in 1935.
movement

During these years the Human Relations

(based on Mayo's work in the 20's linking

productivity,

supervision and morale),

became widely

accepted.

The Labor Movement Intensifies Interest In Participation
Wren's history focusses quite a bit of attention on the
role of Unions in the history of management thought.
Lawler's book also discusses in some detail the work that
has been done with Unions in different organizations to
bring about successful participatory forms of organization.
Weisbord's book mentions Unions only in passing.
In the 30s, Morris Cooke and Phillip Murray
of the Congress of Industrial Organizations
United Steel Workers)

(President

(CIO)

and the

came to believe that management would
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have higher production and industrial peace if it would "tap
labor's brains" for ideas on how to achieve greater
productivity

(Wren, pp.

211-221).

This prescription of

worker participation was called "industrial democracy" by
Murray and Cooke, who published their ideas in Organized
Labor and Production in 1940.

Ideas of Participation Flourish
The themes of worker participation and industrial
democracy were echoed by the work of Lewin,

now in Iowa.

There with graduate student Ronald Lippitt,

Lewin studied

the effect of different kinds of leadership.

The results of

the research showed that autocracy led to hostility and
scape-goating, whereas democratic methods led to group
spirit and cooperation.
Lewin's study became widely known over the years,
along with influence of unions and their leadership,

and

became

the basis for the widening acceptance of democratic
leadership methods in the work places of the United States.
In writing about the work in a 1939 article,
the term "group dynamics"

(Weisbord, p.

Lewin coined

83), which he

proceeded to study until his death in 1947.
The same year that Lewin and Lippitt were making their
dramatic discoveries about the efficacy of democratic
leadership methods in Iowa,

important related statements

were made at Harvard University.

Speaking to the nation's

business executives from Harvard School of Business in 1938,
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Chester Barnard,

author of the classic Functions of the

Executive

spoke confidently of a radically new view

(1938)

of authority,

saying that the source of authority did not

reside in those who gave the orders,

but in the acceptance

or non-acceptance of the authority by the subordinates.

In

making this statement Barnard was echoing also the findings
of two contemporary authorities in the field of Public
Administration,

Luther Gulick and Lyndall Urwick, who had

edited a 1937 book titled Papers on the Science of
Administration.
Given an environment emphasizing democracy,
coordination and cooperation,

it is perhaps not surprising

that in the same year that Barnard gave his speech at
Harvard,

a union official at a steel mill was proposing a

union-management productivity plan he called Gainsharing.
Frederick Lesieur has written an entire book about the
official,

Joe Scanlon,

titled The Scanlon Plan;

in Labor Management Cooperation

(1958).

A Frontier

In the plan, which

provided that workers as a group would get financial rewards
for saving labor costs,

Scanlon suggested that methods to

reduce costs be solicited from employees through an employee
suggestion system and through production committees which
explicitly required union participation.
Scanlon's understanding that the "Effective use of
participatory management requires a congruence between the
pay system of an organization and its other features” has
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been called "genius” as recently as 1986 by Edwin Lawler.
Also worthy of note is that Scanlon's work made an early
statement regarding the need of employees to have informa¬
tion about the company (as opposed to only their piece of
its process)
work 1)

in order to usefully participate.

Scanlon's

integrated the needs of labor and management,

2)

utilized the concept of informed participation and

3)

brought problem solving labor-management groups to the

shop floor

(Lawler,

1986).

Joseph Scanlon's ideas went from La Point Steel to
academia in the late 30s, when Douglas McGregor brought him
to teach at M.I.T.

It was McGregor who in the 40s coined

the term "organizational development”, which became the
field which encompassed the ideas being followed in this
history—ideas which culminated in the early 1990's as the
theoretical basis and field support for the use of SelfDirected Work Teams as the most effective way to organize
most work places in contemporary North America.

The 1940s Bring Advances
The 1940s in general were a decade rich in the
advancement of the ideas that by then were known as "human
relations,” "group dynamics,” "motivation”,
and "humanizing the work place.”

"participation,”

During the 40's many of

the people who played key roles in thinking about work place
issues in the 20s and 30s met and worked together in a
variety of projects in factories, university and coal mines.
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Kurt Lewin left indelible marks on the future of group
theory and practice by discovering three concepts that are
basic to adult learning,

organizational change,

and the

theory and practice of self-directed work groups.
concept was the utility of participation:

The first

people are more

committed and less resistant to plans they have helped to
shape.

Lewin's second concept was that democratic

leadership yields more cooperation among employees.

Third

of Lewin's concepts was that individuals in groups
participating in discussion of how to make changes,

can

themselves be the focal point for achieving change.
Lewin's finding that groups could be critical in
bringing about change signalled a change in his work,

as he

began to be more and more interested in how leaders manage
change.
Weisbord tells us
McGregor at M.I.T.

(1990)

that in the early 40s Douglas

became increasing aware of the importance

of Lewin's work and brought him to Cambridge in 1946.
There,

they together established the M.I.T Research Center

for Group Dynamics which would study the management of
change.
To further the study of the dynamics of change and
groups,

Lewin established a retreat in Bethel, Maine.

first of the summer sessions was held in 1946.

The

In 1947 the

retreat was formalized as the National Training Laboratories
(NTL).

At NTL Lewin and his colleagues explored the use of
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personal feedback in groups,

a powerful tool they had

discovered by accident while training leaders for social
change in Philadelphia.

Job Enrichment Improves Work Life
While Lewin and his co-workers were exploring change
and intergroup relations,
Guest

(1952)

Charles R.

built on Mayo's 1924

Walker and Robert H.

findings by doing research

which found that assembly line workers rebelled against the
anonymity of their work even though they were satisfied with
their pay and job security.
As a result of the work of Walker and Guest,
began making jobs more interesting,

I.B.M.

"enlarging” them,

and

found that the outcome was higher quality and less idle time
for workers and machines
Chris Argyris

(1964)

(Wren,

1987).

Later research by

would bring the concept of job enrich¬

ment into the main stream of the North American work place.
Job enrichment is found in the 1990's as part of the
rationale for using Self-Directed Teams in the work place.

Trist and Bion:
In 1946,
Trist,

Enter the Leaderless Group

the year before his death,

Lewin and Eric

who had founded the Tavistock Institute of Human

Relations in London,

founded the journal Human Relations.

During World War II,

Trist had met Major Wilfred Bion,

a psychiatrist who had devised a leaderless group method for
front line officer selection,

creating a situation that
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required cooperation for success

(Weisbord,

1990).

Bion

later joined Trist at Tavistock.
In the years to come Bion and Trist evolved a version
of group dynamics different from but parallel to Lewin's.
Bion conceptualized a group's dynamics as an interplay
between its' task and its process.

Bion's view of group

dynamics was later played out in Tavistock Laboratory
education, which was more psychoanalytically oriented than
that established in Bethel, Maine,

by Lewin's followers.

In 1949 Tavistock student Kenneth Bamforth visited a
South Yorkshire coal mine where he had once worked.

Much to

his amazement Bamforth found the work was being done very
differently than when he had been there.
regulating work groups in the mines,
and responsibilities

(Weisbord,

the mine with Bamforth.

He found self-

sharing jobs,

1990).

shifts

Trist returned to

He later said:

I came up a different man.
All of the work on
therapeutic communities that led to group work at
Tavistock and all of Lewin's work on group
dynamics came together in my mind as I was seeing
it happen. (Sashkin, 1980, p. 151)
After finding self-regulating groups in the coal mines,
Trist found there was a new way of working,

one that com¬

bined the interaction of people (a social system)
and techniques

(a technical system)

(Weisbord,

with tools

1990).

Find¬

ing the "best match” between these systems and the demands
of the customer, became, to Trist and his colleague,

Fred
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Emery,

the new paradigm in which to consider organizations.

They named this new paradigm "socio-technical systems".

The 1950s Deepen Knowledge about Workers
Emery's and Trist's thinking about systems

(1960) was

highly influenced by the work of Von Bertalanffy,

an Austri¬

an biologist, who developed a general systems theory (1950)
which specified that all the pieces of a complex system must
be studied,

their relation to the whole considered,

dynamic relationship between the parts understood.

and the
Von

Bertalanffy found that rather than being equal to the sum of
their parts,

organizations are as effective as their ability

to make all of their parts work together

(1952).

Bertalanffy's work underscored the importance of
sis that Mary Parker Follett,
Herbert Simon

(1947)

Von
the empha¬

Chester Barnard and American

had put on cooperation and processes in

organizations.
The work of Trist and Emery was first brought to the
attention of wider North American audiences in 1952, when
the Tavistock group won the Kurt Lewin Memorial Award
(Weisbord,

1990).

Their work was to be continued during the

1950s in conjunction with U.S. thinkers Chris Argyris,
Douglas McGregor and Rensis Likert, who brought to the
workplace more information about the potential of worker
participation,
Maslow (1954)

and by students of motivation such as Abraham
and Frederick Hetzberg

(1959) who found that

traditional management methods were exactly what mitigated
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against quality and productivity in the North American
workplace of the 1950s.

Chris Argyris Continues Work on Job Enrichment
In the 1950s,

Chris Argyris at Yale studied behavioral

change in organizations,

and expanded on Trist and Emery's

use of Von Bertalanffy's concept of feedback.

He found

that there exists in organizations both single loop and
double loop feedback systems which enable learning to take
place

(1962).

In addition,

Argyris conducted research that

investigated the manner in which individual members of
organizations interacted with those systems

(1964).

In 1957 Argyris published Personality and Organization,
a landmark book continuing the train of thought Mayo had
begun in the 20s and Walker and Guest had continued in the
40s.

In his book Argyris wrote that traditional work design

(Scientific Management)

mitigates against a quality product

because it yields jobs that are boring.
Motivating Behavior,

In their chapter on

Hersey and Blanchard

(1977)

emphasize

the fact that Argyris pointed out the incongruencies between
the needs of a healthy mature personality and the require¬
ments of a traditional organization.

He found that faced

with these incongruities individuals may act in ways that
have negative outcomes for the organization.

Argyris warned

that persons finding their own healthy needs conflicting
with those of the organization might 1)

leave,

organizational ladder to achieve more autonomy,

2)

climb the
3)

become
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aggressive,

regress, use projection or other defense

mechanisms,

4)

5)

become apathetic or uninvolved or

create and formalize informal groups to sanction their

own hostility.
According to Wren, Argyris believed that harmony is the
maturation of people in enlightened organizations.

Vaill

tells us that Argyris considered double loop learning the
essence of maturing.

Argyris believed that organizations

could modify their practices so as not to conflict with the
needs of mature and maturing individuals.

The very concept

of such modifications for that purpose underlie the whole of
the field of Organizational Development.

More particularly,

along with colleagues working at the same time, primarily
Douglas McGregor and Rensis Likert, Argyris built the
foundation of job enrichment to meet the need of mature
workers.

McGregor's Theory X and Y Provides Framework for Workplace
Douglas McGregor's The Human Side of Enterprise

(1960)

also spoke directly to the incongruence between the way
traditional organizations treated people and the needs of
employees.

His theories stipulated that these

incongruencies existed because of assumptions that
management made about employees.
Theory X and Theory Y.

He called the assumptions

Theory X assumes that people dislike

work and must be coerced,

controlled and directed toward
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organizational goals.

It was on theory X that Taylor's

Scientific Management was based.
Theory Y,

on the other hand,

emphasizes the intrinsic

interest of the average person in their world,

their desire

to be self-directing, to seek responsibility and their
capacity to be creative in solving problems.
McGregor stated that most people will take
responsibility,

care about their jobs, wish to grow and

achieve and if given a chance, do excellent work.

What

stops them is management behavior based on Theory X, which
assumes that people are lazy,

irresponsible, passive,

dependent and must have their tasks broken down into tiny
pieces and tightly supervised.
Scientific Management had been bringing Theory X into
the work places of the world for four decades.

The

conditions of workers and their motivators had been changing
through those decades, but most organizations had yet to
notice.

It was the work of Argyris, McGregor,

(about whom we shall read presently),

Rensis Likert

and others working in

the 1950's that finally brought to light the fact that
Scientific Management had outgrown its usefulness.
McGregor's approach to assumptions about workers,
combined with the ideas of Lewin, Argyris and Likert,
to be known as the Human Relations Approach,
begun by Mayo in the 30's.

came

the approach

This approach was based on the

belief that participative activities are demanded by Theory
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Y,

and that in order to have contented workers who also will

be the most productive,

organizations should utilize

participation.
McGregor was a frequent visitor to Tavistock in the
50's,

and he found interesting the Tavistock researchers

findings that autonomous work groups could develop a capaci¬
ty for self regulation far beyond the best supervisor's
power of control.

McGregor became very interested in the

power of groups in the work place.

Likert:

Employee Centered Management Yields High Production

In 1946 Rensis Likert founded the Institute for Social
Research at the University of Michigan.
center,

referred to by its initials,

It was to this

I.S.R, that Kurt

Lewin's M.I.T. Research Center for Group Dynamics moved
after Lewin's death in 1947.
Likert's research at I.S.R. was in two primary areas.
The first was leadership.

He was to find that there were

two orientations of leaders in organizations:
orientation and 2)

employee orientation.

1)

production

The Michigan

studies showed that the employee orientation resulted in
higher production rates and higher morale.
Interest in how employee orientation could be implement¬
ed in organizations led the I.S.R. to its second area of
research,

action research including survey feedback methods.

Building on action research ideas that Lewin had originated
in Iowa,

and Argyris'

findings about the power of feedback
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as a learning tool, Likert explored means of formalizing
feedback within organizations.
In their work throughout the 50s, Argyris, McGregor,

and

Likert emphasized the negative social consequences of tradi¬
tional management methods.

»'They talked,

wrote Edward Lawler looking back in 1986.

but few listened"
None the less,

by

the end of the 50s the theories proponed by all three of
these thinkers were being taught in the business schools,
where "participative management was thought of as an
interesting academic theory that stimulated debate on how
work should be designed"

(Lawler,

1986).

In the real world of North American business and manu¬
facturing,

there was no reason to change.

North American

business was at its economic zenith.

Needs and Motivation Explored:

Herzberg, Maslow,

Drucker

Argyris, McGregor and Likert were not the only students
of organizations and individuals who were calling for new
ways of approaching the design of work and organizations.
Others were looking at new ways to motivate workers.
(1986)

Lawler

brings our attention to the relationship between

motivation and work and organization design.
Peter Drucker, Abraham Maslow,

Frederick Herzberg and

David Reisman were among those who focused on motivation and
came to believe that basic understanding of the motivating
factors in contemporary society was critical to motivating
workers in the new,

alienated,

social scene.
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During these years the concept of worker participation
gained more and more prominence.

Likert's findings that

participation resulted in greater productivity contributed
to the increased interest in no small way!
By the end of the 1950s,

almost all of the theoretical

concepts which were to lead to the widespread enthusiasm for
SDWTs in the late 1980s and early 1990s had been delineated
and broadcast.
to be two fold:

What was to occur in the next 30 years was
1)

the continuing refinement and experimen¬

tation with the concepts and 2)

a crisis which created the

opportunity for the not-so-new concepts to be widely
embraced as the answers to current problems.

The 1960s:

Participation Permeates Organizational Thought

With German and Japanese industries making rapid
progress in their recovery from World War II and beginning
to compete with the United States in the world market,
was a renewed interest in productivity and quality,

there

two

variables in which the new competitors seemed to have an
increasing edge.

In response. North American industry began

to look for ways in which to increase both productivity and
quality.

Not surprisingly, the thinkers we have been

following through the decades had much to offer to the
search for greater productivity and quality.
Work Life

(QWL)

Quality of

projects sprung up based on Argyris's

findings that poor QWL leads to poor production and poor
quality, with Emery's

(and Herzberg's)

delineation of
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satisfiers and motivators guiding the way.
Lawler

According to

(1986), General Electric created over 100 teams

presumably based on Lewin and Trist's findings about groups
along with the basic findings about participation and its
relationship to motivation.
(O.D.)

An Organization Development

Department was set up at Union Carbide,

based on its

consultant's cautions that "using full human potential in
organizations would stand or fall on the ability to work
successfully in groups"
Union Carbide,

(Weisbord,

1990).

The consultant to

beginning in 1957, was Douglas McGregor

(French and Bell,

1972).

After Douglas McGregor's early death in 1964, his
widow,

son and student, Warren Bennis, published his unfin¬

ished work as The Professional Manager.

In it they wrote:

Conventional organization theory has focussed
almost exclusively on the individual as the main
building block of the organization and has tended
to ignore the problems of groups or teams and
their development.
Changes that have affected
organizational life over the past 25 years have
forced students and practitioners alike to
reexamine their trends.
Certainly, a strong
strain of individualism is alive in all of us
nurtured in the spirit of democracy.
However, the
complexity of the environment and the goal
structure of the enterprise create a situation in
which it is no longer possible to comprehend or
conduct the operation of the enterprise without
some form of teamwork or team building.
(McGregor, Bennis and McGregor, 1967, p. 181)
And Rensis Likert, writing in 1961,
Highly Effective Groups"

in "The Nature of

pronounced that:
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. . .The form of organization which will make the
greatest use of human capacity consists of highly
effective work groups linked together in an
overlapping pattern by other similarly effective
groups.

By the end of the 60s, not only had the ideas of worker
participation begun to permeate the North American
organizational landscape, but the notion of groups and teams
had also arrived, was being noted,

and was being suggested

as the most effective way of running an organization.

The 1970s
In 1973 Work in America was published.
Special Task Force to the U.S.

A report of a

Secretary of Health,

Educa¬

tion and Welfare, the book gave credence to the theory that
the current lag in North American production and quality was
not due to lazy workers or terrible unions but to the nature
of the way most work and work places were organized in the
United States,

a way still dictated by Taylor's 1911

findings.
Work in America brought wide debate on the impact of
work design on productivity and well being,

as did the

emerging loss of production leadership to Japan.

In

response to the loss of business to competitor countries,
experimentation with several participatory methods were to
be found in the United State during the 70s.
The concepts behind the experiments were based on the
understanding that full participation by the worker led to
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four primary benefits.

These benefits included 1)

the worker's ability to change 2)
knowledge to the organization,
productive and 4)

enhancing

bringing the worker's

3) making the worker more

reducing the resistance of the worker.

Among the experiments were new design plants built to
incorporate team approaches to work.
Although Procter and Gamble had been the first to use
teams,

the most highly publicized use of SDWTs in this era

was the Topeka, Kansas, General Foods Gaines Dog Food plant,
which reported gains in productivity of 40%,
ism,

low turnover,

low absentee¬

low production costs, high quality and

high employee satisfaction
reports from Topeka,

(Lawler,

1986).

Spurred by

a number of other companies began to

experiment with the use of teams in specially built plants.
Cummings and Malloy

(1977)

reviewed 15 studies that had

been done of the effects of work teams,
out of 15 studies,

and found that in 14

teams had improved productivity.

Overall, work teams make an important difference in the
participative structure of organizations.
Individuals
end up with knowledge and skills, information, rewards
and power that they do not have in traditional
organizations.
Thus, work teams are likely to have an
important positive impact on organizational
effectiveness (Lawler 1986, p. 109).
Even though the results of SDWTs were extraordinary and
impressive, many of the efforts to use teams did not
survive,

including the 100 teams created at G.E.

and the much touted plant at Topeka.

in the 60s

Research found that

the team concept called for changes in managers' roles as
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well as staff and support positions that the companies were
simply not ready to make

The 80s;

(Lawler,

1986,

Thorsrud,

The Economic Crisis Creates Opportunity

Coming into the 80s,

the North American work place was

awash with new ways of doing its business.
doubt that a crisis existed.

There was no

The crisis served as a gateway

of opportunity for all the learning that Lewin,
Argyris,
Maslow,

1984).

McGregor,

Likert,

Follett,

Trist,

Mayo,

Barnard,

Drucker,

Herzberg and a raft of others had accomplished in

the century preceding.
Together,

union and management were looking for methods

of saving jobs and gaining market share in the 80s.
Whatever it took,

they were open to it,

and the search for

answers found Self-Directed Work Teams.
In 1986 Edwin Lawler wrote that at the beginning of the
80s the North American work place was ready for change.
just when that readiness existed,
appeared:

And

a catalyst for the change

a book by Thomas Peters and Robert Waterman

called In Search of Excellence:
Run Companies

Lessons from Americans Best

(1981).

Peters and Waterman had gone on a search to find
remedies for the lagging state of North American manufactur¬
ing and had found them:

excellent companies with practices

that could be replicated:
The findings from the excellent companies amount
to an upbeat message.
(p. xxv) . . . Small groups
are, quite simply, the basic organizational
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building blocks of excellent companies.
small group is critical to effective
organizational functioning (p.l26).

.

.

.

The

In Search of Excellence was a huge popular success.
Its popularity helped give credence to its findings.

The

solutions prescribed in In Search of Excellence were quickly
accepted in society,

including the idea of organizing

businesses into teams.
Reorganizing of businesses became commonplace in the
United States,

and a spate of books was published to assist

organizations in making the major changes.
Surviving Corporate Transition
Change Masters

(Kanter,

1983)

(Bridges,

Books such as

1988)

and The

became popular reading

material for people at all levels of organizations.
The chaos that existed from rapid technological
change,

the prevalence of mergers and takeovers in the 80s,

as well as widespread restructuring to improve productivity
and quality led to intense leadership challenges.
leadership,

Books on

including a series by Douglas McGregor's former

student Warren Bennis

(1985,

1989,

1990)

were also widely

read.
In the midst of the chaos,
book.

Thriving on Chaos in 1987.

success,

Tom Peters wrote another
This book,

also a popular

trumpeted the need for a revolution in business.

Peters saw Self-Managing Teams as key to that revolution.
With teams receiving so much attention,

there was a

spurt of interest in work teams by the later part of the
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1980s.

This interest has continued into the 90s,

reflecting

the fact that groups are also vital to another management
concept that swept the country during the 80's, Total
Quality Management.

Problems of Self-Directed Work Teams In the 1990s
As noted previously,

(p.

55), the biggest problem

researchers such as Edwin Lawler
in Norway

(1984)

(1986)

and Einar Thorsrud

have found with SDWTs is that in being

successful, particularly in the dimension of streamlining,
teams are threatening to middle management.

Organizations

which do not know how to overcome this unintended
consequence, have in the past,

abandoned the use of teams

even though they have been extremely successful.

The Topeka

Gaines dog food plant of General Foods is a case in point.
There are other outcomes of the institution of SDWTs
that some have seen as problems including increased training
costs

(Lawler,

1989,

Harper and Harper,

Owens,

1991,

Orsburn et al,

1990,

1989), the possibility that expectations

for personal growth and development may outstrip actual
opportunities

(Lawler.

1986; Harper and Harper,

concern about time spent in meetings

(Lawler,

1989),

and

1986).

According to the books being published every month,
other issues needing to be addressed by organizations plan¬
ning to change to team structures include role definition,
communication between teams, resistance to change and legal
methods for union involvement.
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Over the years,

there has been a considerable body of

experience in finding ways to overcome or deal creatively
with the issues/problems that have surfaced with the use of
SDWTs.

Weisbord tells us

(1990)

that since 1975 over 500

factories in North America have been designed to use teams.
These "new design plants” avoid many of the problems
organizations have in converting to the use of SDWTs.
the beginning of the 1990s,
conversion plants as well,

At

SDWTs were being used at many
and popular,

business,

and

academic literature was crowded with the "how tos"

for

converting organizations to the use of SDWTs.

Conditions that Facilitate Use of SDWTs
To assure a successful transition to work teams,

orga¬

nizations must be careful about the manner in which they
manage the transition.
to assist,

There are many consultants available

some of whom like Edwin Lawler

Alexander Hiam

(1992)

(1986,

and Katzenbach and Smith

written books about theory and "best practice"
Some such as Sidney Rubenstein
Wellins et al

(1991)

(1987),

and Kinlaw

(1991)

1992),

(1993)

have

for Teams.

Orsburn et al

(1990),

have written about

their transition methods in detailed books.
The transition methods focus on techniques to:
1)

reduce the forces resisting the change by designing a

process in which those to be affected by the changes
participate in planning them,

a la Lewin,

and 2)

train the
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individuals working on the teams and supervising the teams
to have the skills to do their new jobs.

Participation in Planning
Nora et al

(1986) who transformed the General Motors

Cadillac Engine Plant at Livonia, Michigan in conjunction
with the United Auto Workers,

Sidney Rubenstein

(1987) who

was the consultant for Interlake's Riverdale plant and
Johnson and Johnson's Ethicon plant conversion to teams,

and

consultant John Orsburn all write of methods which rely on
wide participation of staff in planning for conversion.

The

writers agree that the exact methods of participation must
be developed to be consistent with the organization itself.
c

Training the Teams
The skills and understandings necessary for effective
teams are often broken down into two categories:
skills and individual skills.

team

Team skills include group

problem solving and group decision making,
skills to address relationships in a team.
skills include technical skills,

as well as the
Individual

administrative skills,

and

the interpersonal skills necessary to work in a team.
When we read of Mcgregor's final thoughts in 1964
p.

(see

52), we find that he thought that it was time that orga¬

nizational research turned from thinking of the individual
in an organization to thinking about the group.

Because

successful teams require both group skills and individual
skills,

it is perhaps time,

almost thirty years later,

to
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turn our attention back to the individual.

The field of

Adult Cognitive Development considers the individual adult.

Adult Development
In this section of the Literature Review we look at a
field of thought until now almost totally removed from the
Whitewater of organizational chaos, the newly emerging field
of adult development.

We suggest that the information

generated by this field—information about the development
of the human capacity for knowing about knowing,

for

adapting one's world view to environmental challenges—
addresses in different language some of the skills needed to
work effectively in the organizational world of SelfDirected Work Teams.
If adult developmentalists learned of the skills needed
by members of SDWTs, they might notice that the words and
concepts used in describing the skills were the same words
and concepts they themselves employ in writing of adult
development.

These concepts discuss an adult's increasing

ability to have:
* the intrapersonal skills of 1) understanding him or
herself,^
2) dealing with internal and external
conflict,^
3) taking risks,^
4) taking the perspective

*(Belenky et al, 1986, Chickering, 1969, D. Heath,
1978, Kegan, 1982, Kegan and Lahey, 1984, Kitchener, 1983,
Loevinger, 1976, Perry, 1970, Selman, 1976).
^(Basseches,
^(Perry,

1984, Belenky et al,

1970, R. Heath,

1964).

1986).
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of others ^ and 5)
authority.^

understanding one's responses to

*the conceptual skills to 1) define problems ^ 2)
integrate and synthesize^ 3) solve ill-structured
problems * 4) deal with uncertainty and ambiguity and
paradox’ and 5) understand context: the
relations of
the parts and wholes in systems of all sorts.

This section will consist of three parts which will
discuss the relevant literature in Adult Cognitive
Development and delineate the relationship between Adult
Cognitive Development and the skills needed for individuals
working in Self-Directed Work Teams.
The first part,

"Concepts of Adult Cognitive Develop¬

ment”, will discuss the basic concepts and frameworks that
underlie the field and permit understanding of what we will
say of some of its theories.

^(Basseches, 1986, Belenky et al, 1986,
Piaget and Inhelder, 1969, Selman, 1976).
^(Belenky et al,
1984) .
^(Kitchener,
Heath, 1978) .

1986, Kegan,

D. Heath,

1977,

1982, Kegan and Lahey,

1983, Basseches 1984,

Selman,

1976,

D.

^(Basseches, 1990, Belenky et al, 1986, D. Heath, 1977,
Kegan, 1982, Kegan and Lahey, 1984, Kitchener and King,
1990, Kramer, 1989, Labouvie-Vief, 1990).
^(Kitchener,

1983, Kitchener and

King,

1981).

’(Basseches, 1984, Belenky et al, 1986, Kegan and
Lahey, 1984, Kitchener, 1983b, Kitchener and King, 1981,
Kramer, 1990).
^^(Basseches,

1984,

Belenky et al,

1986, Kramer,

1990).
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The second part,

"Adult Cognitive Developmental

Theories Relating to Skills Needed by Members of SelfDirected Work Teams", will discuss particular literature
which is relevant to the Self-Directed Work Teams.

The work

of Perry,

and of

Belenky et al. Kitchener and King, Kegan,

Rose and Fischer will be stressed.
The third part of this section,

"Implications for Self-

Directed Work Teams", will discuss the significance of the
previous section as its ideas relate to the needs of members
of Self-Directed Work Teams.

This section will also discuss

findings in the Adult Cognitive Development literature that
offer guidance regarding the design of an organizational
environment that supports and encourages development.

Concepts of Adult Cognitive Development
The concepts that provide the basis for contemporary
Cognitive Developmental theories are based primarily on the
works of Jean Piaaget and L.S. Vygotsky.

Adult Cognitive Development as an Outcome of Piaaetian Thought
Cognitive Developmental theories following Piaget's
work attempt to describe the increasing degree of complexity
with which individuals make meaning of their experience.
The field is concerned with orderly changes in the reasoning
patterns that act as filters through which individuals
understand and ascribe meaning to an event,

issue or problem
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(Kitchener,

1983,

and Rodgers,

1980).

Many of the develop-

mentalists refer to this process as "meaning-making”.
The study of Adult Cognitive Development in the
Piagetian school has shown us that an individual's
assumptions, his/her meaning-making paradigms, proceed in
predictable,

invariant stages.

When the individual

confronts environmental data that does not fit with his/her
current meaning-making,

and s/he changes that meaning making

structure or frame to accommodate the new information,
reframing it, the individual continues to develop.
Individuals do not develop when,

instead of accommodating

their cognitive context to include new information,
(reframing)

they adapt the way they interpret the new

information so that it fits into their current cognitive
context.
Comprehensive descriptions of work that has been done
in the Piagetian school and of the primary literature in it
are found in several works.

Reviews intended to assist

those working with college students include two by Robert
Rogers

(1980,

1990)

Widick and Parker.

and a 1978 volume edited by Knefelkamp,
Academic writing is primarily found in

several books edited by Michael Commons et al.

These books

have emerged out of symposiums at which the "postformalists”
have shared their work

(1984,

1989a,

1990).

The same

symposium format has led to a journal. Adult Development,
which is edited by Jack Dimock

(1993,

in press).

Another
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book which brings together several of the papers of the
post-formalists is by Milne and Kitchener,

(1989).

References to Piaget are often found in the literature cited
above,

as they are in the work of William Perry

Belenky et al
(1989),

(1970), Mary

(1986), Karen Kitchener and Patricia King

and Robert Kegan (1979) .

A school of the field of Cognitive Development that has
only very recently gained interest in the United States is
that of "socio-historical" or "socio-cultural” cognitive
development following the Russian L.
from 1896-1934

(1978).

S. Vygotsky who lived

Because Vygotsky emphasized the

social context in which development takes place, his work is
especially relevant to the continuing adult development
which might take place in the work place.

Cognitive Development Following Vvaotskv
Socio-historical development is grounded in three
themes,

according to Wertsch and Kanner

(1992).

The first

of the themes is the belief that to understand any aspect of
mental functioning,

one must understand its origins and the

transitions it has undergone through an individual's
history.

Vygotskians call this "genetic analysis".

The

second theme of socio-historical cognition is that "a great
deal of the mental functioning in the individual has its
origins in social life"

(Wertsch and Kanner, p.

330).

The

third theme of the tradition is that higher mental
functioning "is mediated by tools

(or technical tools)

and
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signs

(or psychological tools)" which Wertsch and Kanner

tell us can be language,
techniques,

systems for counting, mnemonic

algebraic symbol systems, works of art, writing,

schemes, maps,

etc.

Wertsch and Kanner write that:

In Vygotsky's view, an essential point to be kept
in mind about mediational means is that their
incorporation into human action does not simply
facilitate, or make more efficient, a form of
action that could otherwise exist.
Instead, by
being included in the process of behavior, the
psychological tool alters the entire flow and
structure of mental functions (Vygotsky, 1981, p.
137, in Wertsch and Kanner, p. 334).
Vygotsky's idea of mediational tools is related to his
discussion of a "Zone of Proximal Development" which speaks
to the possible developmental growth an individual might
attain if assisted by others using mediational tools.
Fischer and his colleagues working primarily in the
Piagetian tradition,
range."

call such a zone the "developmental

Fischer tells us that

The 'functional level' is the highest level of
performance the child exhibits when carrying out a
task. . .with no special help from other people. .
.when children receive support, such as modeling,
instruction or familiarization with the task, they
can move to a higher level of performance called
the 'optimal level'.
At the [even higher]
'scaffolded level' the degree of social support
goes beyond modeling or instruction to actual
coparticipation in the task by an adult or a more
knowledgeable peer (Bidell and Fischer, 1992, p.
128) .
Cynthia Berg

(1992)

says that the interaction of

Piagetian and Vygotskian frameworks "argues convincingly"
for rapprochement among researchers and theorists who adopt
different perspectives on intellectual development and among
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researchers and theorists examining intelligence during
childhood and adulthood.

Berg tells us that

Each rapprochement highlights the fact that
different perspectives on intellectual development
need not be at odds, but that each perspective may
add to the puzzle of intellectual development,
helping us construct a more nearly complete
picture (1992, p. 14).
The work of Wertsch and Kanner
Fischer

(1992)

(1992)

and Bidell and

cross the lines between child and adult

development and between the Piagetian framework and that of
Vygotsky.

Although the current research is based primarily

on the Piagetian tradition of Adult Cognitive Development,
it is important to note how that tradition has recently
begun to be enriched by those influenced by Vygotsky.
work of Kurt Fischer
Samuel Rose

(1989)

The

(1980), particularly his work with

that focuses on the stages of skill

development, will represent the Vygotsky school in the work
that follows.

Piaget^s Work Provides Framework
Jean Piaget's conceptualizations of the stages of
thought and his work on the concept of equilibrium
and Inhelder,

1969)

(Piaget

have served as the basis for much of the

work that has followed in the field of cognitive develop¬
ment.

Through close observation of the cognitive

development of children,

Piaget learned several things about

the development of how we make meaning.

He found that

development proceeds in a series of invariant and
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generalizable stages.

Within each stage there are substages

which increase the capacity and range of content areas in
which the individual can use the highest stage reasoning
available to him or her

(King,

1978) .

Working primarily from 1955 up to his death in 1980,
Piaget concluded that cognitive development takes place in
four distinct stages that are characterized by increasing
ability to manipulate symbolic thought,
egocentrism,
of others,

to move away from

to acknowledge and understand the perspective

and to make moral judgements based on ones own

ideological considerations.

Growing ability to deal with

complexity and increasingly to differentiate also
characterize development

(Rosen,

1985) .

Piaget believed that it is interaction with the
environment that moves a developing person from stage to
stage.

An individual finds him/herself in cognitive

conflict and attempts to assimilate the new information into
the old cognitive structure.
impossible,

If such assimilation proves

the person suffers a period of disequilibrium.

At that point the person accommodates the previously held
cognitive context to include the reality being experienced.
Such inclusion brings the conflict again into equilibrium
and establishes a new cognitive context

(Rosen,

1985).

Piaget assumed that development stopped with the
attainment of formal operations in adolescence.
the last two decades

(1970-1990)

However,

have seen Piaget's work
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expanded to what Kegan and Lahey (1984)

have dubbed "life

after adolescence” and the creation of the field of adult
development.

Development Continues Through Adulthood
Three findings have been critical to the expansion of
the field to Adult Cognitive Development from Piaget's Child
and Adolescent Development.

The first is that not all

adults have necessarily consolidated or even attained that
stage of formal operations that Piaget thought to have
concluded child development
1977, Neimark,

1975,

1979).

(Kuhn, Danger, Kohlberg & Haan,
The second finding is that

development continues through adulthood.

The third finding

is that stages of cognition "qualitatively distinct from and
more complex than formal operations" exist and are being
termed "Post-formal"

(Commons et al.

Commons, Richards and Armon

1984,

(1984)

1989a,

1990).

have developed a

general post-formal stage theory that begins with 1)
Operations,

continues to 2)

Systemic Operations and 3)

systemic Operations and ends with 4)
Operations.

Formal
Meta-

Cross-paradigmatic

Most of the post formal theories include a way

to measure level of development,

and some information on the

environment that supports the development.

Measurement
Piaget used a variety of means to explore the
development of children.

He determined a child's stage of
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development by having long conversations with the child.

In

these conversations Piaget did not follow a standardized
approach,

but rather followed the child's own line of

reasoning

(Rosen,

1985).

Piaget also developed a method of

asking children to perform certain operations while
explaining to him what they were thinking.
Later studies have used a variety of measurement
methods.

These methods include complex interviews a la

Piaget, used by Perry
(1982)

and by Gilligan

(1970), Belenky et al
(1982).

(1986), Kegan

The interview which provided

a problem and asked how the subject would solve it was used
by Kitchener and King
Kohlberg,

1987).

(1981)

and by Kohlberg

(Colby and

Those thinkers have developed elaborate

coding schemes for using the interviews to assign stage to
the subject.

There has also been a continuing search for

measurement schemes that would be easier to code and be less
time consuming
D. Heath,

1968,

(Harvey, Hunt and Schroder,
Loevinger and Wessler,

1961, Rest,

1974;

1970).

Environments and Interventions that Support Development
Although not focussing on social context to the extent
that the Vygotskians do, many of the cognitive developmental
theorists in the Piagetian tradition have thought about the
characteristics of environments and interventions that
facilitate adult development.

Their thought often refers to

Nevitt Sanford, who found that individuals need both
challenge and support in order to develop

(1966).
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Lawrence Kohlberg, who studied moral development,
believed accommodation is facilitated if the environmental
challenge is just one stage
stage of reasoning.

(+1)

above the person's current

Kohlberg called this +1 challenge

"optimal mismatch".

Developmental Theories which Highlight Skills Needed by
Members of Self-Directed Work Teams
The specific work we shall discuss in this section
includes the work of William Perry, Mary Belenky et al,
Karen Kitchener and Patricia King, Robert Kegan and Samuel
Rose and Kurt Fischer.

These theorists have been selected

because their work addresses the development of the
conceptual and intrapersonal cognitive skills that may be
needed by members of SDWTs and are the focus of this work.

Perry Finds Invariant Stages
William Perry

(1970)

at Harvard interviewed male

college students there and developed a theory which outlined
the intellectual and ethical development of young adults.
four stage,

A

nine-position continuum of development

characterized the theory, which was to serve as the basis
for much analysis, research and theorizing that followed as
the field of adult development itself developed.
stages of 1)

Dualism,

2) Multiplicity,

3)

Perry's

Relativism,

Commitment in Relativism are widely referred to in the
general adult literature.

and 4)
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In 1974 and 1975,

Perry's scheme of development was

used to structure an intervention program at the University
of Minnesota

(Knefelkamp,

Knefelkamp and Parker,

1974, Widick,

1975).

1975, Widick,

The intervention research

placed students in different sections of a course depending
on their stage on a Perry scheme,

and then based the

instructional approaches on Kohlberg's concept of optimal
mismatch and Sanford's

(1966)

ideas that both challenges and

supports are necessary for growth.
The Minnesota findings, that development along the
scheme is influenced by instructional environment over a
sustained time frame, were to be critical for student
development.
training

The findings have also been used in career

(King,

1978).

I found no references in the

literature to indicate that these important findings have
been used in staff development outside of the University or
in training team members for their roles in Self-Directed
Work Teams.
It wasn't long before others were designing theories
and instruments that measured the development of some of the
mental processes students would need to develop in order to
make their developmental way up through Perry's stages.
Two of those who designed such research were Blythe
Clinchy who used Perry's research scheme with women at
Wellesley College

(Clinchy and Zimmerman,

1975)

and Nancy

Goldberger who did similar work with women at Simon's Rock
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of Bard College

(1978).

Clinchy and Goldberger became part

of a team of four women whom later interviewed women in and
out of college contexts and found that women had ways of
knowing different from the ways found by Perry with Harvard
men.

Belenky et al Interview Women From Many Backgrounds
For their 1986 book Women^s Wavs of Knowing:
Development of Self. Voice and Mind. Mary Belenky,

The
Blythe

Clinchy, Nancy Goldberger and Jill Tarule studied college
women as well as women being served by human service
programs.

Belenky et al were moved to study only women by

the work Clinchy and Goldberger had done with women at
Wellesley and at Simon's Rock following Perry,

and by Carol

Gilligan's findings that measurement of Kohlberg's theory of
moral development
disadvantage.

(1969)

Gilligan,

consistently put women at a
a student of Kohlberg's, hypothe¬

sized that the developmental pathways for women might be
different than they were for the men on whom Kohlberg had
based his findings.

Gilligan found in the women a different

developmental path:

when she wrote about her findings she

called her work In a Different Voice
Inspired by Gilligan's work,
Clinchy and Zimmerman
on Perry's scheme,
that of Perry,
al,

1986, p.

(1975)

(1979,

and spurred on by work

and Goldberger

Belenky et al

1982).

(1986)

(1978)

did their study with

Gilligan and Kohlberg in mind,

11)

had done

but with women as subjects.

(Belenky et
Belenky et al
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found five Epistemological perspectives from which women
know and view the world.

They called these perspectives

Women^s Wavs of Knowing.

The perspectives include 1)

lence 2)
4)

Received Knowledge 3)

Procedural Knowledge and 5)

Si¬

Subjective Knowledge
Constructed Knowledge

(1986).
The different "Ways of Knowing" differ primarily in the
role the self plays in what the individual knows to be true.
Growing self-knowledge,
source of authority,
"truth",

changing positions regarding the

changing role of reason in finding the

and increasing comfort with ambiguity and conflict

characterize the ascending stages of knowledge for Belenky
and colleagues.
In interviewing about education and learning,

Belenky

et al found that educators can assist women in "finding
their own,

authentic voices" by:

. . .emphasizing connection over separation,
understanding and acceptance over assessment, and
collaboration over debate.
(By according) respect
to and allowing time for the knowledge that
emerges from firsthand experience;. . .by
encouraging students to evolve their own patterns
of work based on the problems they are pursuing
rather than imposing their own expectations and
requirements (p. 229).
Belenky et al write that "when we began our analysis by
classifying the women's data using Perry's scheme, we found
that the women's thinking did not fit so neatly into his
categories"

(p.

14).

The authors speculated that the social

context of Harvard influenced the men Perry interviewed,

and
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that "When the context is allowed to vary,
study.

.

obvious”

as it did in our

.universal developmental pathways are far less
(p.

15).

While Belenky et al looked at the general epistomological development of women from retrospective accounts of
those women's life changes,

others studying epistemological

development were focussing upon other domains.
Kegan,

also concentrating on epistemology,

Robert

or how people

know what they know, has studied changes in the manner in
which what had been known as subject can become an object as
an individual develops.

We turn next to a discussion of

Kegan's work.

Robert Keaan's Subiect-Obiect Helix
Robert Kegan has directed his work to subject-object
relations in an individual's knowing;

To what extent is the

self and its actions and thoughts an object of the
individual's thinking?
(1982),

Kegan's book. The Evolving Self,

describes his theory.

Kegan's approach is that of constructing his own
meaning by integrating and synthesizing the ideas of others
and finding a framework that encompasses them.

Kitchener

and King, whose Reflective Judgement model we shall discuss
next,

called the creating of integrating and synthesizing

frameworks the result of meta-meta cognition or
epistemology,

the highest developmental step in their

Reflective Judgement Model

(Kitchener,

1983).

73

Because Kegan integrates the ideas of many other developmentalists from different schools or perspectives—
Erikson,

Piaget, Kohlberg, Perry,

Selman,

and Loevinger to

name a few—his stages of development pull together much of
the disparate work in the field.
as a helix,

and calls each developmental stage an

"evolutionary truce”.
Kegan posits are;
4)

Kegan pictures development

Interpersonal 5)

1)

The irreversible and invariant stages
Incorporative 2)

Impulsive 3)

Institutional and 6)

Imperial

Interindividual.

Calling each of these stages "a temporary solution to
the lifelong tension between the yearnings for inclusion and
distinctness,” Kegan believes that each balance he has
depicted resolves the tension between the two needs in a
different way.

In recognizing the legitimacy of both the

need for independence and the need for inclusion, Kegan
addresses the conflict in the field characterized by
Gilligan's findings that Kohlberg's stages of moral
reasoning were biased toward the male framework of "justice”
instead of the female one of "connection.”

Kegan suggests

that his model recognizes the "equal dignity of each
yearning,

and in this respect offers a corrective to all

present developmental frameworks which unequivocally define
growth in terms of differentiation,
autonomy,

108).

increasing

and lose sight of the fact that adaptation is

equally about integration,
p.

separation,

attachment and inclusion”

(1982,
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Kegan believes that each balance as it integrates,
reflects a new sense of what is ultimate and that within
that new sense resides new ways for the temporary balance to
be thrown off into a search for yet another solution of the
dichotomy between inclusiveness and distinctness, between
subject and object in the developing helix.
Kegan focuses a great deal of attention on the supports
needed to assist development.

He believes that moving from

one stage to another requires more than the existence of
something in the environment that does not fit into an
individual's current balance.

Kegan believes that in

addition to the challenge that must be present for
development to take place,

two other factors are necessary,

both of which are environmental in nature.
ingredients are 1)

These two

clear remnants from the old stage that

will continue into the new for reintegration and support and
2)

other bridges of environments between the two stages

which additionally support the transition.
While in the Piagetian tradition,

(his book is

dedicated to "the living legacy of Jean Piaget”)

Kegan

acknowledges the importance of the environment in which
development takes place, thereby

(tacitly)

agreeing with the

Vygotsky tradition that environment is an important factor
in development.

Even though Kegan considers the environment

important, he does not mention the point that Vygotsky
emphasizes:

that each new step in the developmental process
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must take place in both the interpersonal and the
intrapersonal plane.
Kegan's work created a new framework which synthesized
and integrated the work of other Piagetian cognitive
developmental thinkers.

As such,

it is a wonderful example

of what Karen Kitchener and Patricia King called meta-meta
cognition or epistemology,

the highest developmental step in

their model of the skill of Reflective Judgement
1983) ,

(Kitchener,

by which we know how we know what we decide we know.

The discussion of the Reflective Judgement model follows.

Kitchener and Kina's Reflective Judgement
Reflective Judgement is described by Kitchener and King
as:
Describing a series of changes that occur in the ways
adolescents and adults understand the process of
knowing.
This process allows a person to become better
able to evaluate knowledge claims and to explain and
defend a point of view on controversial issues.
Specifically, the model describes the shifts that occur
in assumptions about knowledge and in the way a person
justifies beliefs or decisions (1981, p. 64).
The changes in reasoning that Kitchener and King
believe explain differences in reflective judgement ability
are described by them in seven distinct sets of assumptions
about knowledge and how it is acquired.

Each set of

assumptions is a stage posited to represent a more complex
and effective form of justification,

providing a better

means of evaluating and defending a point of view.
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The stages focus on how people reason and arrive at a
point of view,

how people consider the nature and role of

evidence in their arguments,
available evidence,

how they analyze and synthesize

and what role authorities and experts

play in the making of their judgements.

Reflective

judgement also addresses how an individual copes with illstructured problems.

The reflective judgement construct is

based on Perry and Belenky et al's scheme as well as
Loevinger's

(1976)

and Schroeder

and the conceptual theorists Harvey,

(1961)

and Broughton

Hunt

(1975).

The stages of reflective judgement ability make clear
that this ability is about how one knows,

or epistemology.

Kitchener and King's theories are based on the premise that
”how one knows”

is a critical factor in the solving of ill-

structured problems.

In her 1983 paper "Cognition,

Metacognition and Epistemic Cognition:

A Three-Level Model

of Cognitive Processing” Karen Kitchener recognized that
Piaget's research was based on watching children solve
puzzles.

.

.puzzles to which,

one final solution and 2)
specific,

she notes,

1)

there was only

the solution was guaranteed if the

correct procedure was used.

require seeking alternative arguments,

Such puzzles do not
seeking new evidence,

or evaluating the reliability of one's data and information
sources.
Problems in the real world.

Kitchener pointed out,

much more likely to be of the ill-structured variety,

are

with
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no single unequivocal solution.

The skills needed to deal

successfully with complex ill-structured problems are postformal skills.

Kitchener's three level model has its

moorings in "post-formal*' theory.

According to Kitchener,

there are two approaches to ill-structured problems,

the

integration approach and the synthesizing approach.
The Integration approach challenges the solver to
decide on the most potentially valid approaches to solutions
among many complementary ones,

and to integrate two or more

of them into a single solution or solution pathway.
When possible solutions to ill-structured problems are
basically antithetical.

synthesis would be the better

approach Kitchener believes.

Synthesis would be used to

reframe several opposing perspectives into a more general
model of the problem that encompasses the dialectical views.
Either approach to solving ill-structured problems
requires considerable complex cognitive functioning of a
certain type,

the kind Kitchener describes in her three-

level mode of epistemic processing.

Important in

Kitchener's model is what she calls "metacognitive thought"
—the ability to know about one's own cognitive processes
(1983,

p.

223).

Blanchard-Fields
operations:
systems,
77-78).

"Metacognitive thought"
(1989)

is related to what

has discussed as metasystemic

"operations across systems relating systems to

resulting in cognitions about multiple systems"

(p.
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Like most of the post-formal Adult Development
theorists.
tal

level

Kitchener has

found consistently that developmen¬

increases with education:

have shown that formal
important role

.

.several

studies

educational experience plays an

in the development of Reflective Judgement,

a

role that goes beyond the effects of age by itself”
(Kitchener and Fischer,
The

skill

1990).“

approach to reflective judgement

instance of the application of Fischer's

fully understand the developmental

place as

an

research

involves

the

in an effort

Since the current

several particular skills,

skill theory of Kurt Fischer will be considered

detail

That

journey that takes

individual masters the skill.
exploration of

just one

skill theory.

theory can be applied to any particular skill
to

is

in more

in the next section.

Rose and Fischer:

A Structured Approach to Skill Theory

From the Cognitive Development Laboratory at Harvard,
Samuel Rose and Kurt Fischer have published a manual which
constructs

an approach to skill theory that enables any

particular skill to be carefully studied and delineated
ten developmental

in

steps.

“in the article Kitchener and Fischer refer to the work
of Glatfelter (1982), Lawson (1980), Kitchener et al (1989),
Schmidt (1985), Shoff (1979), Strange and King (1981) as
also finding that developmental level increases with
education.
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Built on Fischer's 1980 article A Theory of Cognitive
Development;
Skills,

The Control and Construction of Hierarchies of

skill theory is called by Rose and Fischer

(1989)

"a

unique integration of the cognitive developmental perspec¬
tive"

from a variety of traditions including the Piagetian

(1989,

p.

4).

This work includes and indeed refers to con¬

structs that are out of the Vygotskian tradition.

An

important difference between Rose and Fischer and most of
those in the Piagetian tradition is that in Rose and
Fischer's work developmental levels are used to define
skills,

not people

(1989,

p.

8).

In addition,

environmental

influences on the development of those skills are considered
critically important and are explored considerably.
Rose and Fischer say that "in skill theory,

a skill is

shown by control over the coordination of specified elements
of behavior."
of

(1989,

p.

10).

The authors define ten levels

"complexity and flexibility of the integration of action

and restraint" that apply to the use of any particular
skill.

"Taking a real behavior and analyzing it to see

which developmental level's control structure best
characterizes the behavior is the best way to begin to
understand the development of the behavior"

(p.

11),

according to the authors.
Rose and Fischer contend that there are five rules that
specify how less-complex skills are transformed into more
complex skills,

these rules they call transformation rules.
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The five rules in order of difficulty are:

differentiation,

substitution, shift of focus, compounding, and inter¬
coordination .
The environment supporting an individual plays a vital
role in the level of skill behavior displayed at any one
time by an individual, according to Rose and Fischer.

They

consider the modeling of behavior (which they also call
"Elicited Imitation”)

as "scaffolding”

(1989, p.

17) which

supports the control of a skill, and also discuss many other
factors such as interests, motivation, mood, health and
hunger as environmental factors that have important
influence over skill level demonstrated at any particular
moment.
While Rose and Fischer go on to describe exactly how to
construct a sequence of skills for any one skill (a process
that they say takes a year of study), the construction of a
sequence is not germane to this preliminary research.

What

is relevant is the fact that the authors have worked out a
detailed theory for constructing a skill development se¬
quence from less complex (functional) to more complex (opti¬
mal) , and that they consider environmental factors to be
critical factors in determining the level of a skill an
individual will be able to demonstrate at any particular
time.
With the discussion of the work of Rose and Fischer, we
close our brief deliberation of the work of several

cognitive developmental thinkers and turn to the manner in
which the literature I have discussed might be of value to
workplaces utilizing Self-Directed Work Teams.
Value of Cognitive Developmental Concepts to Teams in the
Workplace
There are four areas in which I specifically think the
practice of Self-Directed Work Teams might be strengthened
with knowledge from the field of Adult Cognitive
Development.
These four areas include first, the skills needed by
individuals who work in Self-Directed Work Teams,
particularly the intrapersonal skills of 1) taking the
perspective of others 2) understanding one's responses to
authority 3) understanding self, and the conceptual skills
of 1) the ability to deal with uncertainty, ambiguity and
paradox 2) the ability to integrate and synthesize
information and 3) the ability to think systemically and to
deal with ill-structured problems.
The second area in which the practice of Self-Directed
Work Teams might be strengthened with knowledge from the
field of Adult Cognitive Development is that of the
environments which encourage development.

Might organiza¬

tions strive for specific environmental characteristics that
could foster development in their employees?
The third area of relevance is the developmental
nature of training, in which organizations using teams
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invest significant resources.

Can training as provided by

organizations be modified with adult cognitive developmental
principles in a manner that will make that training
particularly facilitative of development?

Or are the

intrapersonal and cognitive skills on which this research is
focussing developmental in nature and thereby by definition
not logical targets for training sessions of the type
usually offered when training takes place?

Are there

ways

of encouraging development of team members other than that
typical training?
The fourth way in which Adult Cognitive Development
concepts are useful to organizations utilizing Self-Directed
Work Teams is in its cautions.

Some adult developmentalists

caution against the possibilities that the challenging
environment of contemporary organizations might cause
regression which blunts the ability of individual team
members to utilize the skills they have already developed.

Skills of Individuals
In this preliminary research we are maintaining our
focus on two kinds of individual skills. Intrapersonal
Skills and Cognitive Skills.

Intrapersonal Skills
The intrapersonal skills being considered here include
those of taking the perspective of others, understanding
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one's own responses to authority and understanding one's
self.

Understanding the Perspective of Others
Understanding the perspective of others is a skill that
has been considered developmental since Piaget noted its
developmental path in children.
Selman (1976a,

1976b,

Since then Piaget himself,

1977), Perry (1970), Kitchener (1982,

1983), Kitchener and King (1981, 1989), Belenky et al.
(1986), Robert Kegan (1979,
(1973), Gilligan (1978,

1980,

1982,

1984),

and Kohlberg

1982) have all emphasized that with

advancing development, individuals become more able to put
aside egocentrism and take the perspective of others.

It is

this ability that enables individuals to move into Perry's
stage of multiplicity, the jumping off point for further
stages of adult development.

Understanding one's responses to authority
Understanding one's responses to authority is a skill
that is also discussed in other Adult Cognitive Development
literature.

Perry, Belenky et al and Kegan all note that

evolving understanding of one's own responses to authority
herald markers in an individual's development.

In fact, an

important key to the progression of development in Perry's
scheme and in "Women's Ways of Knowing" is the relation of
the self to outside authority.
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Those who have worked in organizations know that
individuals' responses to outside authority, along with
variations in their attitudes toward their own authority,
are often defining factors in the success of workers and
work groups (Hirschhorn, 1988, Kantor, 1983).

Those who

have written about this skill are from the field of
management and workplace studies.
Self-Knowledge
Skills in the self knowledge domain are yet other
skills that are widely considered by adult developmental
theorists.

Belenky et al, Kegan, Perry and Kitchener all

discuss understanding of self as a very important aspect of
an individual's development.

Examples of ways in which self

knowledge is critical in Self-Directed Work Teams include
that 1) knowing one's own strengths will cause a member to
offer that strength to the group 2) knowing one's own
weaknesses might keep a dominant individual from seeking to
impose ideas in that area of weakness on the group and 3)
understanding what kind of interactions "push one's buttons"
will help members manage their own interactions within the
group.

Conceptual Skills
The conceptual skills to be discussed include the
ability to deal with uncertainty, ambiguity and paradox, the
ability to integrate and synthesize information and the
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ability to think systematically and to deal with illstructured problems.
Ability to Deal with Amibguity
Belenky et al, Kitchener and King, and Kegan track the
ability to deal with ambiguity, uncertainty and paradox
through successive stages of development in a way that
indicates that it is an important key to the ongoing
struggle of individuals to assimilate the complexities of
the environment into their way of making meaning of the
world.

The sudden preponderance of uncertainty and

ambiguity that exists in the life of contemporary organiza¬
tions makes the ability to deal with these factors particu¬
larly important for those who people the organizations,
including those who work in Self-Directed Work Teams.

An

organization that is aware of its need to encourage comfort
with ambiguity and paradox among its employees would do well
to understand that this ability is a developmental skill.

Integrating and Synthesizing
Integrating and Synthesizing are two skills that
Belenky et al, Kegan, and Kitchener and King all consider
developmental skills.

These skills include the ability to

apply experience from different situations or fields to
current situations or dilemmas.

The skills are also

important components of the ability to deal with ambiguity,
uncertainty and paradox.

The creation of an integrating or
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synthesizing framework enables the dialectical elements of
paradox to be considered in relationship.

Kitchener

believes that these skills are critical to the ability to
solve ill structured problems.

Kegan asserts that the

interindividual self has an orientation that is not
threatened by paradox, but that is oriented to the relation
of the poles in the paradox.

The interindividual self has

created a synthesized framework or system in which to
contain both poles of the paradox.
Integration and synthesis allow the development of new
frameworks which is of primary importance to creation of
structures that allow ill-structured problems to be address¬
ed or discussed.
today is in chaos,

Because the organizational environment
ill-structured problems abound, and

integration and synthesis skills become critical.

Dealing with ill-structured problems
Dealing with ill-structured problems is another skill
important in the adult development literature as well as in
the life of Self-Directed Work Teams.

We have seen that

this skill includes several other conceptual/contextual
skills,

including the ability to deal with contradiction and

paradox as well as the ability to integrate and synthesize.
The ability to deal with ill-structured problems grows
as individuals develop post-formal skills, as we have seen
in the reflective judgement model of development.

In fact,

all of the conceptual/contextual skills are discussed in
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post-formal theories.

The demands for high level skills in

today's work place bring with them both cautions and sugges¬
tions .

The Facilitative Environment
As we have noted above, Sanford taught us that individu¬
als need both challenge and support in order to grow along
the developmental ladder (1966).

Kohlberg suggested that

challenges that most encourage growth have an optimal
mismatch of ”+1”.

Vygotsky believed that development in any

one stage must take place on both the interpersonal and
intrapersonal planes before development on the next level
could begin.

Combined with Perry's warning that too much

challenge causes retreat, this information would lead
organizations to manage their environment so that individual
development is encouraged and regression discouraged by
controlling the level of overwhelming challenge.
Kegan believes that three components present in the
environment support growth to occur:
that provides the challenge, 2)

1) the contradiction

something from the former

embeddedness to accompany the individual to the next for
assistance with reintegration, and 3) a bridge or medium in
the environment that assists with the transition.
Kohlberg listed properties of an environment that he
thought facilitate growth.

Those characteristics include

experience with different roles, exposure to different
levels of reasoning, and participatory activities.

These
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features should be present in successful Self-Directed Work
Teams, raising the premise that work teams themselves create
an environment which foster growth.
Erik Erikson has suggested that freedom from excessive
anxiety, time for reflection, and focus on reasoning instead
of feeling are environmental factors that encourage
development (Erikson,

1968).

Victoria Marsick, William

Torbert and Wendy Kohler have recently echoed Erikson's
emphasis on reflection.

Marsick writes about the learning

that takes place from "reflective conversations” in which
individuals "reframe” their thinking (1992), Torbert and
Dalmar Fisher (1992)

find that the reflection that comes

with autobiographical writing leads to development in
management students, and Kohler (1993)

finds that

autobiographical writing and conversation had developmental
outcomes in already extraordinary teachers.
Rose and Fischer write specifically about the
importance of environment upon the manner and level in which
a skill is demonstrated by an individual at a particular
time.

They discuss their belief that modeling or "elicited

imitation” is an environmental factor that effects the skill
level step at which an individual displays a given skill at
a given time.

The concept of modeling as used by Rose and

Fischer may be relevant to SDWTs, where modeling of skills
by other team members, other people in the organization or
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by team leaders or facilitators could be affecting the use
of desired skills by people who work in teams.
An organization that wants to encourage the attainment
of developmental skills on the part of its employees would
need to think carefully about managing the challenges and
providing the supports necessary to foster growth.

Because

each individual would be on their own developmental path,
careful thought to optimal mismatch for each individual
would need to be given.

In an organization that is

utilizing the participative mechanism of facilitated teams,
the opportunity for fostering growth and development on the
part of team members as well as the necessity to consider
optimal mismatch and the power of modeling, would fall to
the facilitator or team leader.

Training
The suggestions above for managing the environment to
render it conducive to development also speak to character¬
istics of any training that the organization might be offer¬
ing its employees.

Employees who are going to be working in

Self-Directed Work Teams are almost universally offered
considerable training, which presents an opportunity for the
organization to provide an environment using developmental
concepts as well as to train for desired skills.

The Perry

model that Widick and Knefelkamp used to teach college
students in Minnesota (see p. 72) may have a great deal to
offer organizational training and development programs.
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In addition, the findings of Belenky et al that particu¬
lar approaches to education foster the development of women
may inform those planning organizational trainings.
those who have studied adult learning,

Many of

such as Steven Brook¬

field at Columbia Teacher's College (1986),

believe that the

approaches specified by Belenky et al are powerful approach¬
es for all adult learners, women and men.
The advice of Kohlberg and Erikson,
terms of a facilitative environment,

discussed above in

join with the above

noted findings of Marsick, Torbert, Kohler and of Fisher to
offer guidance not only for the creation of a facilitative
environment but also for training techniques and content in
which autobiographical and reflective writing and
conversation would be used.
Barbara Rogoff et al discussing the relationship of
development to its cultural context in the Vygotskian
tradition, write that "development and learning are not
spontaneous but guided and channeled by other people
experienced in the culturally developed modes of handling
situations"

(1984, p.

323).

Such statements may be a new

basis for thinking about relational and non-traditional

(not

classroom oriented) ways of training in organizations such
as mentoring or modelling.
training

Perhaps new forms of relational

(more appropriate for encouraging developmental

skills than the 'knowledge transfer' typically used in
training)

are yet to be discovered based upon the concept of

91
'guiding and channeling' or other of the mediational tools
discussed by the Vygotskians

The Caution;

(see p.

65).

Beware of regression and retreat

The skills above are important skills for the success
of the Self-Directed Work Team and of the organization.
These skills are also demanding of an individual.
William Perry's work (1970)

includes a caution that

organizations should be aware of when thinking that their
employees face considerable developmental challenge such as
facing the need for the skills we have been discussing.
Although one of the fundamentals of cognitive
developmental theory is an invariant sequence of stages,
Perry found three alternatives to that hierarchical
progression,

thereby issuing an important message to those

responsible for managing people in a way that promotes
functioning at the individual's highest available level.
Perry found that when the developmental challenge faced by
an individual is too daunting,

the individual might resist

additional development or retreat to earlier stages, most
dramatically, to dualism.
We know that uncertainty,
permeate many organizations.

ambiguity and paradox
Because the skills to deal

with these challenges are high level skills,

it is possible

that there are many current employees who have faced the
organizational challenges of uncertainty and ambiguity,
found the challenges more demanding than their developmental
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level enables them to cope with,
dualism,

and have retreated to

the lowest stage in Perry's scheme where

individuals see things only as black or white,

good or bad.

From a position of dualism, team members will be far less
valuable to the team or the company than they would be at
their stage of development before the flight to dualism took
place.
Learning from the developmentalists,

organizations can

assist individual employees to develop and to avoid
regression by 1)
development 2)

providing an environment facilitative of

monitoring the level of challenge presented

to individuals and 3)

providing training or related

activities that would specifically be targeted at
facilitating development.

Conclusion
We noted in the first section of this Chapter that
because new skills are needed for working in teams,

training

is considered necessary for the successful implementation of
Self-Directed Work Teams in organizations.

In addition we

have noted that the current organizational environment of
frequent change and chaos requires new skills of people who
work in organizations.

We have demonstrated in this chapter

that many of the skills deemed necessary for individuals in
the work teams and organizations are developmental in
nature.

Organizations which desire to facilitate the

demonstration of the skills we have discussed will find
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guidance in the findings of Adult Cognitive Developmental
theorists,
regarding:

in both the Piagetian and Vygotskian traditions
1)

the nature of those skills,

environments that foster development,

3)

2)

the

specific training

characteristics and intervention precedents as well as new
forms of activities designed to encourage development and 4)
cautions against letting the challenges of a contemporary
organization overwhelm employees,

causing retreat to earlier

stages of development and abilities.

CHAPTER

III

METHODOLOGY

Introduction;

The Four Research Questions

In order to determine whether or not intrapersonal and
conceptual skills are sufficiently important to SelfDirected Work Teams to be uniformly included in training for
team members,
skills.

this study asked four questions about nine

In order to address the questions this study

examined in depth four ongoing work teams.

Through

observations and interviews the study augmented the
theoretical arguments and suggestions in the literature with
actual data from teams.
This exploratory study was designed to address the
following research questions:
1)

Do the intrapersonal and conceptual skills
described in Chapter I actually manifest
themselves in the work of teams?

2)

If so, what are the characteristics of those
skills when used in the teams?

3)

How do team members who were found to demonstrate
the skills perceive their process of acquiring the
skills?

4)

Do team supervisors consider the use of such
skills to be important?

Choosing a Research Method: Naturalistic Ethnography
Appropriate for this Study
Literature on research practice emphasizes that
researchers must confront their own assumptions about
reality

(ontology), knowledge

(epistemology)

and human
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nature; utilize research methods that are compatible with
those assumptions; and be clear about the effect those
assumptions may have on the research itself (Morgan and
Burrell,

1970).

This researcher believes that individuals construct
their own reality by creating cognitive contexts (also
called paradigms or lenses) through which they bring meaning
to their experience (an assumption upon which adult
development theory as it has been discussed in this paper is
also based).

The researcher also believes that one's

knowledge is constructed through one's personal meaning¬
making and that such construction is basic to human nature.
Therefore I have chosen to use primarily an interpretive,
inferential, qualitative, research method, a naturalistic
ethnography, focusing on the specific behavior of team
members.

This methodology brings the same assumptions to

the study as does the researcher herself.

Those assumptions

are well described in the following quotation by the noted
anthropologist, Clifford Geertz who quotes Max Weber when he
says:

"Humans are animals suspended in 'webs of

significance' that we ourselves have woven”

(In Emerson,

1983) .
In so far as the research will be probing the
existence, significance and development of certain
individual skills of team members,

it will be exploring the
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webs of significance of the team members as they reflect
upon their use of various skills.
The finding and describing of the "webs of signifi¬
cance” is not, however, a simple thing.

Human beings, those

being observed and those doing the observing, construct
their webs of unconscious mixtures of assumptions about the
way the world works.
This study is based on the qualitative research
assertion there are "multiple realities” behind the team
situation (Bogdan,

1982) and that asking members of teams to

consider the reasons behind some of their actions and
statements in the team setting will lead them to allow the
researcher to explore with them the extent to which
intrapersonal and conceptual skills are part of their
particular meaning-making mechanisms.
When a researcher is investigating the webs of
significance of research subjects, the reality constructs of
the researcher herself must also be acknowledged as
significant, making the research problem particularly
complex.

The social science discipline of anthropology has

developed methods for structuring research around such
complexities.

Those methods are part of what anthropology

calls ‘'ethnography”.
Ethnography, a "thick description” of the way.
life or culture of a society,

.

.of

identifies the "behaviors and

the beliefs, understandings, attitudes and values” they
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imply

(Berreman,

1968, quoted in Emerson,

1983).

Ethnography is a research technique that is at once a set of
methods used to collect data in studies of human society and
also the name used for defining the written record that is
the product of using ethnographic techniques
1988) .

(Merriam,

Ethnography attempts to identify and coinmunicate

"The distinctive interpretations of reality made by members
of the group under study"

(Emerson,

1983 p.

19).

The

methods of ethnography—participant observation,
interviewing,

documentary analysis and others—have become

widely used to collect data about the social order,

setting,

or situation being investigated in studies of human
behavior.
Two of the methods of ethnography, participant
observation and interviewing, played a major role in this
study.

Analysis of documents such as minutes of team

meetings,

teams plans for decision-making, written direction

to the team from the wider organization etcetera were
conducted,

to the extent that they existed, but did not play

a significant role in the findings of the study.

In

addition to the observations and interviews I had planned to
conduct,

I found that as the research continued my coding

and analysis led me to new ideas which I could explore in
participant checks and which altered from meeting to
meeting,

from interview to interview the way in which

I was viewing the meeting and interviewing the
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participants.

Was I,

I worried,

risking what significance

my research might eventually have because I was not being
wholly consistent?
methodology,

As I turned to my resources on

I found support in the work of Evelyn Jacob and

in that of Sharon Merriam.
Jacob in her useful article delineating the various
ethnographic traditions tells us that holistic ethnography,
emanating from the work of Bernard Malinowski,

focusses on

the study of bounded groups, documents the culture from the
"native's” point of view,

and is the kind of study in which

the design evolves as the work continues with the "cross
fertilization of analysis and observation"
quoting Malinowski,
in her book
Approach,
.

.

1922/1961 p.

13).

(1987, p.

14,

Similarly, Merriam,

Case Study Research in Education: A Qualitative

(1988)

describes a "naturalistic research paradigm

.chosen because the research is focussed on discovery,

insight and understanding.

.

."

(p.

3).

There is general

agreement among Qualitative researchers that in naturalistic
research, understanding—meaning making—about the
perspective of those being studied,

is inductive and is

inferred as the research progresses from what the researcher
sees and hears

(Griffin,

1990).

The current study has the characteristics described by
Jacob, Merriam and Griffin.

It is an exploratory,

naturalis¬

tic ethnography focussing on the use of intrapersonal and
conceptual skills by members of Self Directed Work Teams.
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That the design evolved to some degree as the research
progressed is entirely consistent with the method.

Research Plan
The research proceeded through six steps,

as follows:

1.

Identification of Research sites.

2.

Identification of Participating Teams within
sites.

3.

Observations of teams for study.

4.

Interviews with team members who have demonstrated
use of intrapersonal and/or conceptual skills.
(See Interview Guide Appendix D-1).

5.

Interviews with those in the organization
responsible for the success of the teams.

6.

Transcription of tapes of observations and
interviews.

7.

Data Analysis.

Identification of Research Sites
In selecting a sample the researcher has turned to what
Geertz and LeCompte

(1984)

call

"criterion-based sampling,”

which requires that the criteria be established and then a
sample be found that meets the criteria
Early on,
this research.

(Merriam,

1988).

criteria was established for the sample for
The researcher was looking for two

organizations that considered themselves to use Self
Directed Work Teams.

To offer additional depth to the study

and to the researcher's understanding of SDWTs in
organizations,

it was hoped that the sites would be

different in the type of product they offer

(service.
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manufacturing etc.)

and that the teams studied would have

been in place for different amounts of time.
Access to the sites was gained through networking in
the greater Springfield,

Massachusetts area.

The search

began with members of the faculty in the School of
Management and in the Organizational Development Program.
As Massachusetts is currently in a recessionary period,

it

was found that organizations were particularly reluctant to
add additional variables,

such as this research,

already stressful lives of their employees

to the

(Conversation

with Springfield Chamber of Commerce Executive Director,
May,

1992 and others).

However,

some organizations using

Teams were interested in the fact that by focussing
attention of team members on variables that may facilitate
the effectiveness of teams,

the research being proposed

might ultimately be beneficial to the organization.
Initial contacts were made with top administrators of
the organization or with personal

"networking”

provided access to top administration.

contacts who

It was expected that

administrators with possible interest in participating in
the research would then refer the researcher to whomever in
the organization is responsible for working with the teams.
That is in fact exactly what did happen.

It was also

anticipated that this person would be the main contact for
working out arrangements for the research,
proved to be the case.

and this also
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The two organizations that participated in the study
will be called the Central City Community Club,
service organization,
site.

and National Tool,

a non-profit

a manufacturing

My contact at the Community Club will be called

Douglas Dawn,

their Director of Quality Assurance.

National Tool my contact will be named William Plum,

At
the

organizations's Training and Continuous Improvement Process
Manager.

As promised to the site contacts and research

participants,

the names used for the organizations are

pseudonyms as are all the names used to identify individuals
at the sites.

Identification of Participating Teams Within Sites
Within each site,

my contact was asked to identify two

teams in which members were likely to be willing
participants in the research.

The team leaders/facilitators

then received phone calls and letters from me explaining the
research and asking for participation

(See Appendix A).

Although a face to face meeting was offered to the
leaders/facilitators,
As it turned out,

none of them thought it necessary.
two of the teams that participated in

the research were Self Directed Work Teams that had been
working as teams for two years at the time that I observed
them.

These teams were part of the service organization,

the Central City Community Club.
participated in the research,
Work Teams by National Tool,

The other teams that

although called Self Directed
were in fact problem solving
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teams,

a type of team listed as less complex than Self

Directed Work Teams in Figure I

in Chapter I.

The problem solving teams I observed were just
beginning their work.

I observed them in their first

through fourth meeting.

Observations
The research itself took place in several distinct
steps beginning with observations of the teams.
of the observations was to 1)

The purpose

identify potential instances

of intrapersonal and/or conceptual skills and to 2)

analyze

such instances with the intention of eventually working
toward being able to characterize and describe them.

Observations of Participants at Group Meetings
I planned to observe two to four of the
weekly)

(usually

team meetings held by the four teams being studied,

and to make more observations if necessary to provide
sufficient data for the study.

I found that four

observations yielded data that was quite sufficient for the
analysis to come,

and ended up observing each of the four

teams four times.
During the observations,

I was primarily observing the

group for instances of what seemed to me might be
manifestations of the intrapersonal and conceptual skills I
was studying,

the skills that are listed in Figure III

in
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Chapter 1.

I referred to these as "potential instances" as

they were not yet validated through the interviews.
Of the sixteen group meetings that were observed,
twelve were audio-taped.

One member of one of the teams

strenuously objected to being taped,

and so the records of

the meetings of that team were limited to extensive hand
written notes.

Tapes and notes were transcribed so that a

full written record of each team meeting was available for
me and for participants,

if requested.

(There was one

instance in which the transcript of the meeting was
requested by the team facilitator for his consideration of a
particularly complex meeting.)

For each instance that I

identified as a possible instance of one of the intraperson¬
al or conceptual skills,

I carefully analyzed the reasons

for my initial identification,
"Signals."

In this way,

labeling those reasons as

I began to collect and organize

both uses and instances of the skills being studied that
were being observed in the teams,

and to note what had

alerted me to them.
While I was primarily looking for manifestations of
potential instances of intrapersonal and conceptual skills
during the observations of the team meetings,

I was also

aware of instances of other skills—the technical,
administrative,

interpersonal,

problem solving,

and group

skills generally accepted as critical to team success and
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discussed in Chapter 1.

The common manifestations of these

skills are listed in Appendix C.
There was to be ample opportunity later in the research
design for validation or non-validation of the potential
instances of the skills that I observed.

The opportunities

were offered by the interviews that I held with each member
of the teams whom I believed to have used one or more of the
skills five times during the four team meetings,

and with

other team members whom I decided to interview for other
reasons.

The interview format is found as Appendix

"Interview D-1."
Before moving to the interview stage of the research,
I began to characterize the skills by identifying the
"signal"

and providing the rationale for each instance of

observed intrapersonal and/or conceptual skills I believed
were demonstrated in the team meetings.

The Interviews
The research plan called for me to interview both the
team members whom I thought had demonstrated the skills I
was studying and those in the organization who were
responsible for the success of the teams.

Interview with Team Members who had Demonstrated Skills
My identification of the possible use of intrapersonal
and conceptual skills by a team member was confirmed or
found non-validated by an interview with that individual.
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The interview explored in detail those statements made in
team meetings which I thought might signal or demonstrate
the skills I was studying.

Participants were asked to

reconstruct what they were thinking as the relevant
interaction took place during the group meeting.

I would

read the relevant segments of the meeting transcript to the
participant and ask them "What were you thinking when you
said that?”

Although participants were often initially

afraid that they would have no way to reconstruct what they
were thinking, their fears proved to be unfounded.
The method of having subjects reflect upon their
thoughts while being observed using their skills is a method
of learning about skill development that was initiated by
Jean Piaget in his work with children
this case,

(Rosen,

1985).

In

I asked the participant what s/he was thinking at

the time that they said or did whatever I thought
demonstrated one of the skills being studied.

In this way I

was able to validate or invalidate my sense that the
observed behavior was a instance of the skill,

to learn how

the participant constructed the interaction I had read from
the transcript,

and to observe them discussing the skill.

When team members were indeed found to have been
knowingly or frequently using one of the intrapersonal or
conceptual skills,

they were asked to discuss at length with

me other examples of their "thinking like that."

These

instances were most often brought to the interview by the
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research participant, but were sometimes brought by me to
the conversation.
named,

Once a particular instance had been

team members were able to reconstruct the instance in

surprising detail,

often remembering the situation exactly,

saying to me something like:

"Oh,

I remember that.

had just said xxxxxx because Susan had said yyyyyy,

Jack
so I

said that.”
Toward the end of the interview the team members were
asked to discuss their sense of the development of their own
intrapersonal and/or conceptual skills, which I was calling
”your way of thinking.”

The participants were asked to

focus on any causes of which they were aware that encouraged
the development of the skills.
I anticipated that a variety of concepts,
and ideas,

sequences,

some described by the literature and some

completely unexpected, would arise out of the interviews.
Both anticipations proved correct.

Interviews with Those in Organization Responsible for Teams
After I had completed all the interviews with team
members,

I interviewed those in the two organizations who

were considered responsible for the success of the teams.
At the Community Club I interviewed the team leaders of the
two teams as well as Douglas Dawn.

At National Tool, the

facilitators of the teams I was observing were first time
facilitators only four meetings into the existence of their
teams.

Therefore I interviewed Lansing Ramsey, who had
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until this round of teams facilitated all of the problem
solving teams at National Tool,

and his supervisor, William

Plum, who was my contact at National Tool.
At these interviews the participants were for the first
time given a list of the nine skills being studied
Figure III).

(see

The list named and included brief descriptions

of the skills.

Then the participants were asked to comment

on the importance they thought each of the skills had to the
success of the teams in their organization.

Participants

were not guided in the order in which they commented on the
skills.

If,

as the interview was drawing to a close,

I

realized that they had not yet commented on one or more of
the skills,

I drew their attention to those skills.

If the

participant again choose not to focus on the skill,

I moved

on with the interview.
nine skills,

The interesting responses to the

can be found in Table VI.

Analysis of Data
The data from the research was analyzed in a way that
is directed at answering the four research questions.
Research theory assists in constructing the methods of
analysis.
Coding Data
Near the end of her section on holistic ethnography,
Evelyn Jacob says that
In order to analyze their data, holistic
ethnographers index it, using as many categories
as possible, with information about how, from
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whom, when and where the data was obtained. . .and
then identify and describe the patterns and themes
in the. . .social organizations from the group,
interpreting behaviors in light of participants
own categories and culture as well as aspects of
which they may not be aware (1987, p. 16).
As I was creating a myriad of categories from my
voluminous transcripts of sixteen observations and eighteen
interviews,

I found myself wondering how other researchers

might categorize the same material.

These thoughts led me

to "Observation as Inquiry and Method”
1985)

(Evertson and Green

which discusses how coding systems themselves reflect

the "webs of significance” of the researcher,

and give

insight into the biases inherent in the way she chooses to
arrange her data.

The authors also discuss the narrative

systems which keep records of naturally occurring events,
constructed during and after observation, using a specific
frame to guide what is recorded, with the observer herself
as the instrument of observing and recording,

acting as the

critical element, using recorded "streams of behavior,”
critical incident records,

field notes and other data to

observe and to attempt to capture the "insider's
perspective”

(p.

178).

Such records

record unfolding events in varying degrees of
detail.
They can be written on line or live in
situ or can be written after the event.
The
information is taken down in everyday language in
a chronological manner.
Variety of types of units
can be derived from the data.
They can be derived
both inductively and deductively.
Units include:
natural units, deductive units, inductive units,
behavior units, situations as units,
phenomenological units, action units, directly
observable units and inferred units.
(p. 179)
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My data included primarily the transcriptions of my
observations and interviews.
minutes kept by the teams,

Other data used were meeting

agendas,

field notes which

included descriptions of conversations I had with team
members outside the actual team meetings
a meeting to begin,

for instance,

(while waiting for

or while arranging my

next observation), my research journal in which I kept a
record of my own struggles with myself as research
instrument,

and my methodological journal,

my record of methodological decisions.
I coded it into all manner of units,

To analyze the data

some of which were

established by the research questions,

observation guide and

interview guides before the study began,
emerged as field notes,

journals,

in which I kept

and more of which

and the transcriptions of

observations and interviews were pondered.
Data Management
I organized my data with the help of a computer note
card program called Sauarenote.

I was able to move data

bits back and forth from my word processing program to the
note card program,

and in this way created a separate note

card for each potential instance of one of the skills I was
studying,
it was on,
validated.

labeling it by whose statement it was, what team
and which skill it might represent when
On the note card itself I quoted the potential

instance of the skill, noted the "signal” that I thought had
alerted me to the fact that it might be an instance of one
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of the skills being studied,

and analyzed in what way I

constructed it to be an instance of that skill.

I later

added to the note card information as to whether the
potential instance of the skill had been validated or
invalidated by the interview,
of the interview.

quoting from the relevant part

The data came off my transcriptions of

audio-tapes and my hand written notes that were labeled as
they were taken at the research sites.

An example of one of

the note cards may be found as Appendix E.

Effect of Research Question and Researcher on Respondents
Lincoln and Cuba

(1989)

discuss authentic qualitative

research and emphasize that the research itself is likely to
have an effect on the subjects of the research.
fact,

Is this

Lincoln and Cuba ask, going to be acknowledged and

honored in the research?
In this research,

bringing the researcher and

research question to the team members and to those in the
organization responsible for their success may have served
as an intervention.
and Watkins
which,

(1992)

they say,

Surely the interviews were what Marsick
call "reflective conversations",

"reframing"

in

(which in the context of this

study would be termed "developmental transition") may take
place.

Raising the issue of "how they think" may have

helped the team members who were interviewed think about
their own patterns of thought,

some for the first time.

During my initial entry to the team and the informed consent

Ill

process team members had heard about the purpose of the
research,

and about intrapersonal and cognitive skills,

which were carefully described
Appendix B).

(see Informed Consent Form,

It is possible that in this situation all of

the team members became at least somewhat conceptually aware
of their ”way of thinking” or use of these skills.

Such

awareness may spur interest in their thought patterns and
perhaps,

lead to more conscious use of the skills.

I

attempted to be sensitive to and record the effects of the
research as intervention as the work proceeded,
comments made during the interviews,
outside of team meetings,

noting

at team meetings or

and following up on them.

Trustworthiness of Findings
Qualitative research,

as emphasized above,

does not

come to conclusions about anything but the specific
phenomena observed in particular sites.
are left for the reader to make.

Any generalizations

It is the responsibility

of the researcher, therefore, to be specific enough about
the findings of the research and the environment containing
those findings that a reader may decide for him/herself how
valid the conclusions would be to another situation.
In order to do this, the researcher must provide
considerable detail about the research sites and the
participants.
Four,

Findings.

This information will be found in Chapter
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The researcher must also use research methods which
make the research results trustworthy.

There are several

methods available for increasing the trustworthiness of a
qualitative research study.
a peer debriefer,

This study used triangulation,

field notes and journals,

and participant

checks.

Triangulation
Sandra Mathison

(1988) writes that "triangulation is

typically perceived to be a strategy for improving the
validity of research or evaluation findings”

(p.

13).

In

her 1988 article "Why Triangulate?”, Mathison suggests that
in addition to using triangulation to look for the
convergence of data,

it also be used to ferret out

inconsistencies and contradictions.

In this way

triangulation helps the researcher to make more complex
propositions about the data,
metaphor,

and,

to follow our web

to construct more intricate and complex "webs of

significance,” looking for plausible explanations of the
divergent and inconsistent findings.
There are four types of triangulation:
1)

data triangulation including time,

2)

investigator triangulation

3)

theory triangulation

4. Methodological triangulation.
This study will use 1)

space and person

(Denzin.

1978)

data triangulation provided by

four work groups observed in two different sites 2)

method-
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ological triangulation, provided by the two different re¬
search methods employed:

observations and interviews and 3)

theory triangulation provided by the convergence of two
bodies of theory:

organizational theory as applied to Self-

Directed Work Teams and Adult Cognitive Development theory.
In the case of some of the research questions,

the same

subject matter was probed through more than one method,

as

in the case of observations to obtain potential instances of
the skills and interviews to validate or invalidate whether
the skill was indeed being used.
quote Jick

(1979)

Rossman and Wilson

(1985)

as calling the kind of triangulation

provided by the collection of data by more than one method
the "archetype of triangulation strategies."

They write

that "combining methods in a single study is triangulation.
.

.[allowing the researcher].

.

.to improve the accuracy of

conclusions by relying on data from more than one method."

Peer Debriefer
Another method that was utilized in order to help
assure trustworthiness in this study was the use of a Peer
Debriefer as described by Locke

(1989).

Weekly meetings

were held with another researcher who is trained in
qualitative research and is also experienced in working in
organizations.

The Peer Debriefer listened carefully and

asked probing questions each week as she was briefed on
progress.

The peer debriefer was watchful for evidence of

investigators' bias in methodology and analysis,

and was a
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knowledgeable and supportive resource when the unfolding
issues Jacob discusses

(see p.

102)

as the "cross fertiliza¬

tion of observation and analysis" that occurs in holistic
ethnology caused methodological decisions to be made.

Field Notes and Journals
In keeping with accepted qualitative research practice
(Griffin,

1990, Kram,

1988)

extensive notes were kept of

various aspects of the research.

I kept four different

kinds of notes.
Field notes that include elaborated descriptions of
all observations and interactions with subjects and sites,
began with the site search and entry negotiations and
f

continued until the last site visit.
A research journal focussed on the researcher as a
human research instrument,

and was the place where I noted

and examined my personal reactions to the research and its
participants,

analyzed my reactions for possible bias,

and

struggled to be fully aware of how I interacted with the
research.
My Methodological Journal kept track of decisions that
were made re the research design.

Although a design existed

in the research proposal written before the actual research
began,

qualitative research is characterized by the need to

let the final design emerge as the research progresses.

The

Methodological Journal was the place where details about my
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methodological decisions were kept so that they could be
analyzed for significance to the research as a whole.
Finally,

the Analytical Journal kept track of emerging

themes and other research notes that assisted me in the
analysis portion of the research.

Participant Checks
Another method that was used in maintaining the
trustworthiness of the research was the use of participant
checks.

The continuing access to the participants through

observations and interviews gave me ample opportunity to
"check out” assumptions I became aware of and conclusions I
was drawing regarding the participants and my interpretation
of their behavior,

statements and interactions.

that the interviews with team members,

I found

held after I had

carefully analyzed all the potential instances of their use
of the skills I was studying from four team meetings,

served

as the place in which participant checks were most often
made.

Casual conversation before meetings began or after

meetings also gave me important opportunities to "check out”
developing ideas with team members and leaders.

Role of the Researcher
The use of holistic ethnographic methods demands that
the researcher,

herself the primary research tool,

particularly clear,
research,

be

to herself and in the writing about the

about her own investment in the study and possible
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biases.
(1981)

Merriam

(1988,

p.

39)

quotes Cuba and Lincoln

as writing that "the best cure for biases”

understand "how they shape and slant what we hear,

is to
how they

interface with our reproduction of the speaker's reality,
and how they transfigure truth into falsity”
O'Grady,
Kram

1990,

p.

(1988)

(Quoted in

34).
dramatically recounts the manner in which

her group memberships interacted with her research to affect
her choice of subject matter,

methods,

collection methods,

findings and implications.

analysis,

sites,

data

She advises researchers to support their own efforts to
identify and manage effects of group membership by
systematic self study,
note taking.

including journal keeping and field

She also advises ongoing supervision from a

more experienced individual,
utilizing peer review.

such as a teacher,

Peshkin

(1988)

and

advocates "the

enhanced awareness that comes from a formal,

systematic

monitoring of self.”
The researcher in this case is a 52 year old white
woman who has been interested in participatory organization¬
al mechanisms for over thirty years.

I have utilized many

such mechanisms during twenty years of administrative work.
Drawn to my current study of teams in an effort to explore
phenomena I had been observing in teams and team members in
my own work places,
development.

I found my way to the study of adult
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In doing doctoral work preliminary to this
dissertation,

(Glaser,

1992a,

1992b),

I found several skills

referred to in organizational and team literature that
resonated with my experience but that are not typically
emphasized in team trainings.

These skills struck me as

possibly holding some explanation currently missing from the
literature as to why some teams succeed and others do not.
I was later interested even more to find the same skills
addressed by adult developmental theory.
It is fair to say that I was biased toward finding the
skills manifested in the observations of the teams.

As

there was at the start of the research no basis on which to
describe whether such skills existed or what they might look
like,

this bias seemed particularly awkward.

my own knowledge,

I had to use

experience and intuition informed by my

study of Adult Cognitive Development to infer the presence
of the skills in question.

In this process it was

particularly important for me to be aware of my biases.
The research design,

including steps taken to assure

trustworthiness were utilized to "keep the bias in
line".
Other biases of which I had to be aware might have been
brought out by the personal characteristics of team members.
I am white, middle aged, middle class, Jewish, highly
educated and living in a university community.
strong work ethic,

I have a

and value introspection and analysis.
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My experience has led me to be careful in trusting the
surface value of administrative directives and statements,
and to look for the unique in each individual.
The characteristics of the team members I observed were
different than my own.

At the Community Club many of the

team members were African-American,
education after high school.

several without

At National Tool,

team members were of European descent,
exception,

all of the

and, with one

if they had gone to college, they had earned

Associates Degrees from community colleges.

I am quite sure

that none of the members of the four teams nor any of the
team leaders were Jewish.

Although workplace literature had

led me to believe that I might observe a work ethic quite
different than my own,
exception,

I found,

again with only one

strong work ethics, people who worked hard and

did not complain about it.
To the best of my ability,

I utilized my journals, peer

debriefer, participant checks and the triangulation methods
discussed above to assist me in keeping conscious or
unconscious bias in terms of race,
roles,

culture,

research.

education,

or religion from interfering

organizational
with the
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Ethical Considerations
Qualitative Research cannot be value
free, but must be an ethically conducted
and ethically concerned endeavor.
(Soltis, 1989)
Soltis and others point out a variety of ethical
considerations that must be gauged in any qualitative study.
These considerations include the use of informed consent,
respect for individuals as real people, not just "subjects”
of research,
(Soltis,

confidentiality, deception, professionalism

1989)

and relationship with participants.

Informed Consent
Before the research with team members began,

each

participant learned directly from me the reason for the
study and just what it would entail for them.

The

discussion was accompanied by the information in written
form.

After the information was discussed and there had

been ample opportunity for questions to arise and be
answered,

I asked each participant to give in writing

"informed consent" to participate in the study

(See appendix

B) .

Respect for Participants
This research was conducted with high respect for the
participants:

for the difficult transitions they have made

in changing to a team structure in their organization and
for the difficulty of their work as a team member.

This

respectful stance was articulated at the first team meeting
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I attended,

and reiterated in informal conversations with

participants as well as at the beginning of their
interviews.

Confidentiality (Supervisor/Worker)
The issue of confidentiality was a most important issue
for this research.

Because the access to the research sites

was negotiated through the teams'

supervisors,

those

supervisors may have hoped that I would keep them informed
of my findings about individuals and teams from my
observations and interviews.
with team supervisors,
However,

Indeed,

I will share findings

as I will with team members.

these shared findings will be in terms of the

research questions only,

and not in regard to responses from

or observations of specific team members.

I repeatedly made

these boundaries clear to the access contact in a variety of
settings, warding off some queries and explicitly refusing
others.

Relationships With Participants
As I began the site search,

I had no relationship with

anybody in either of the organization that were participat¬
ing in the research.

When I first met with the teams,

I had

developed relationships only with the organization members I
had contacted for access purposes.
research,

I restricted the

During the course of the

development of a personal
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relationship with anyone related to the research sites or
the research itself.

Suitiinarv
Using a naturalistic,

ethnographic method, this

exploratory study observed meetings of four teams in two
organizational sites.

Through observations and interviews

with team members the study examined the use and perception
about intrapersonal and conceptual skills by individual
members of the teams.
The use of naturalistic ethnographic research
methodology in this study was found to be appropriate
through the examination of several books and articles on the
various research methods.
A six step research plan was described in detail,
site selection through observations,

interviews,

from

and data

analysis.
Methods of data management and data analysis were
described.
Steps taken to guard the trustworthiness of the
research were described in detail,

and include

triangulation, use of field notes and journals, use of a
peer debriefer and participant checks.
The role of the researcher and her possible biases have
been described in detail and carefully considered as have
the ethical considerations believed important for this
study.

Such descriptions and considerations are considered
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a necessary and important part of professional ethnographic
practice in the literature that has been cited in this
chapter.

CHAPTER

IV

RESEARCH FINDINGS

Introduction
This study set out to answer the four research
questions listed in Chapter I through observations and
interviews at two site in which Self-Directed Work teams
were used.

As I conceptualized the research and the

research questions,

I had anticipated seeking the answers to

them in the organizational environments I had read of in my
study of contemporary organizations.

The environments that

became sites for my research differed from what I had
anticipated in three significant ways.
The first of these was that instead of doing the
research at two sites that utilized Self-Directed Work Teams
(SDWTs),

I found myself observing two SDWTs and two Problem

Solving Teams.

The fact that I ended up working with two

problem solving teams reflects the manner in which "SDWTs”
has become a generic term, referring to all manner of teams
in the workplace.

Although I had repeatedly been told about

National Tool when I had announced to business people in the
area that I was searching for a manufacturing site that used
SDWTs,
term,
SDWTs.

I soon found that one of my sites was utilizing short
cross functional, problem solving teams,

rather than

Nevertheless, the site met the specifications of my

research,

for I had stipulated that the sites must "consider

themselves to use SDWTs."
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The second way in which the research situation proved
different from what I had expected

was that the team mem¬

bers I observed did not feel themselves to be tumbling in
the "permanent Whitewater” and stress such organizations had
been said to be experiencing.

Although in reality the

organizations themselves were extremely complex,
and turbulent environments, that turbulence,

stressful

complexity and

stress was either unfelt or not articulated by the team
members interviewed.

The team members instead focused on

the way that organizational changes affected or would affect
them personally.^
Finally,

neither of the organizations that served as

sites for this research were using sophisticated "groupware”
or other electronic means of bringing potentially overwhelm¬
ing amounts of information to team members for immediate
processing,

a possibility discussed in Chapter 1.

^Team members seemed to have established some sort of
boundaries past which they did not look at the turbulence of
the organization as a whole, thereby protecting themselves
from the complex "whitewater” that the organization was
experiencing. Such protective devices recall the cautions
that Perry, p. Ill), and Argyris (p. 57) have added to the
literature:
When the challenge (to meet the complexities of
modern organizational life by continually reframing or
developing) become too great or the supports for the chal¬
lenge too weak, individuals may respond by regressing developmentally or using defense mechanisms.
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Descriptions of Sites and Teams
Brief descriptions of both the sites where I observed
the teams and of the four teams I observed will establish
the context for the analysis and findings and will assist
the reader to understand the meaning of the quotations that
will be used to demonstrate the findings.

The descriptions

are an important part of the holistic ethnography method,
which stipulates that "thick description” is necessary to
enable the reader to decide whether the findings of the
study are generalizable

(See Chapter III).

It is hoped that

through the descriptions and the quotations used in this
study,

the reader will be able to share some of the

appreciation I came to have for the complexity and magic of
the synergy that characterizes teams and the individuals who
people them.

By deeply delving into the minds of team

members when I asked them "What was going through your mind
when you said that?”

I was honored to enter the usually

secret and unarticulated world that each of us holds in our
mind,

the world that describes "how we think.”

It is this

fascinating world that the field of Adult Development
attempts to both describe and probe.

Sites:

Central City Community Club

Central City Community Club is conveniently located
near the major highways that whiz people into and out of
Central City.

Two blocks from downtown.

Central City

Community Club considers itself part of the hub.

With its
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pool,

gyms,

racquet ball courts,

coffee shop,

overnighters and meeting room facilities,

rooms for

the Club serves

the needs of those who want a health club, provides day
care,

sponsors after school programs for children of all

ages,

and is used as a meeting place for civic

organizations.

Operating annually on a $4 million budget.

The Community Club has approximately 2,000 members and a
staff of 105.
In 1990 Central City Community Club acknowledged that
its "fiscally fragile” operations had to change and decided
to apply a business strategy called Total Quality
Management,

or T.Q.M. to the ailing recreational

organization.
Douglas Dawn, the Director of Quality Assurance at the
Community Club and my contact there, had been working since
1990 with the Club's Executive Director to implement TQM.
Included in the implementation of TQM was the switch to
Employee Involvement through the establishment of twelve
Self Directed Work teams.
By the time I arrived on the scene in the spring of
1992,

the national magazine Community Clubs had published

articles by Douglas and William Fitzhern, the Executive
Director,

about TQM at Central City Community Club,

and they

had presented their unique application of TQM strategies in
a recreational facility at meetings of the Central City
Chamber of Commerce.
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When Douglas called me to say that there were two teams
that would welcome my research, he suggested that I contact
the team leaders.

It was in this way that I had my first

contact with research participants Harriet Zeller, who led
the City Hall Day Care team,

and Bob Winthrop,

the team

leader of the Buildings and Grounds Team at the Community
Club.

Along with the leaders at National Tool Company,

Bob

and Harriet were unfailingly helpful and participated with
interest in my research.

The Sites:

National Tool

The offices and factory of National Tool Company sit in
a former cornfield in a suburb of Central City.

Founded in

1936 by Richard Anderson, National Tool remains familyowned,

now led by Richard's son,

Charles.

Under the large

portrait of Richard that hangs in the lobby of National Tool
a tribute to Richard written by an employee upon his death
in 1990 includes these words:
. . .He was an unpretentious man who saw every
person as his equal. . .he was. . .imbued with a
rare degree of charity. . .blessed with a special
gift which enabled him to see only the good in
everyone he met.
He knew that each person, when
given the opportunity, would strive to achieve a
better way of life.
He provided that opportunity
for all of us.
Next to the portrait of Richard is hung the Mission and
Value statement of National Tool Company, which details four
missions that are consistent with the above description of
the company's founder:
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-Achieve a global market base of satisfied repeat
customers by selling quality products and services that
provide exceptional value.
-Maximize profits for the long term benefit of endusers, distributors, employees, suppliers, and
shareholders. . .
-Provide a trusting and participative environment.
-Create the opportunity for each individual to develop
his or her full potential.
Charles Anderson and the rest of the management team of
National Tool,

often refer to Richard, to the mission

statement and to the tribute under the portrait.

In 1993

the statements speak to National Tool's current management
philosophy of Continuous Quality Improvement,

a close

sibling to the strategy of TQM being used at the Community
Club.
National Tool's traditional commitment to employees is
frequently lavished on successive generations of the
families who worked for National Tool when Richard began the
company.

The commitment is consistent with the philosophy

of Continuous Quality Improvement which holds that quality
can only be improved if the involvement of every employee is
actively solicited and respected.

As part of involving

employees in improving its organization, products and
profits. National Tool began using problem solving teams in
1988.

That year Charles Anderson made the decision to

pursue Continuous Quality Improvement, hired a consulting
company and trained the executives and middle managers in
its concepts.
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Physical signs of change and prosperity abound at
National Tool,

which in 1993 will gross over $100 million in

sales of tools all over the world.
identification badges,

Employees now wear

a grudging acknowledgement that with

a work force of over 600 in Central City and another 100
around the world,
another.

employees can no longer expect to know one

A 105,000 square foot extension to the National

Tool plant was added in 1991.

The construction also brought

renovations to the old buildings.

Changes included the

addition of a sound-proof classroom where the workplace
education program takes place,

and of several carpeted

meeting rooms that sport upholstered chairs around welloiled wooden tables.

On each of the tables lies a folder

containing sheets for taking minutes of team meetings,
it is

for

in these rooms that the problem solving teams of

National Tool meet weekly.
"Our teams have been about 85% successful,"
William Plum,

says

the man who was plucked from the sales force

by Charles Anderson in 1989 to accept the "hardest selling
job of his life".

That job was to "sell" the workforce of

National Tool on actively taking part in the journey to
Continuous Improvement,

and encouraging each employee to

participate vigorously in that improvement in everything
they do,

including participating on teams.

with William,

In my interview

his sales ability and his continuing use of it

130
in "selling” the changes being made at National Tool were
very obvious!
Under William's guidance the entire workforce was
trained in National Tool's Quality Education System in 1991.
The training included guidelines for working in teams.
In 1992-93 National Tool went through the international
quality certification process known as ISO 9000.

As part of

the ISO process all production processes had to be charted,
and any confusion resolved.

"The ISO process has helped us

build a structure that will help us change," William told
me.

"It supports the work of the teams and they,

in turn,

support the structure."
"Our problem solving teams have brought us 'value added
thinking'," said Lansing Ramsey as I interviewed him in one
of the plush conference rooms.

Lansing,

an African-

American, was a shop worker when William brought him "up
front" from the factory to lead the team effort.
has developed a system for initiating,

Lansing

supporting and

concluding the cross functional, problem solving teams used
at National Tool.

At the time that I was observing the

teams about 140 teams had been formed, done their work,

and

celebrated their termination.
The system Lansing devised at National Tool includes a
Quality Improvement Team (QIT) which spawns and oversees the
problem solving teams.

As I waited to begin observing two

teams at National Tool,

a new QIT was deciding on the
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problems that were to be addressed by a new round of teams,
and was also revising the procedures that those teams would
use.

One of the revisions made was that from then on teams

would be facilitated by QIT team members instead of by
Lansing who, until now, had facilitated all the teams
himself.

Another of the revisions was the addition of a

seven step "Quality Improvement Process Project Team Check
List" which was to act as a guide to each of the teams as it
did its work

(see Appendix G).

It was shortly after receiving the call from William
Plum telling me that new teams were going to begin that I
began to observe the first four meetings of National Tool's
Credit Team and of their Measurement Team.

The Teams:

City Hall Day Care

City Hall Day Care is run by the Community Club and is
located on the grounds of the nearby City Hall,
an on-site day care for City Hall employees.
team cares for 52 children,

serving as

The Day Care

consists of ten women who serve

as teachers and assistants and is led by Harriet Zeller who
is both the team leader and the Assistant Director of the
Day Care.
team.

Harriet says she is ".

We all work together.

behind them."

.very happy with my

When one's down we all get

Harriet is backed up by lively Agnes Smith

who is the head teacher.
care,

.

Within the confines of the day

Harriet is uniformly referred to as "Miss Harriet."
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Harriet respects Shirley Levine, her supervisor,

and

the Day Care Director for the Community Club "because Shirl
fights for us.

.

.We got our 5% back.

meetings at the Community Club,

.

."

At management

Shirley is at the table to

represent the City Hall Day Care team.
Among the ten women on the Day Care Team the age range
is from 24 to 50+ years of age.

There are five women of

European descent and five African-American women on the
team:

three women of European descent and two African-

American women are teachers and the other five are
assistants.

Miss Harriet is of European descent while

Agnes, the head teacher,

is African-American.

State

regulations require day care teachers to meet minimum age,
education and experience requirements.

The requirements for

Miss Harriet,

as Assistant Day Care Director,

and Agnes,

Head Teacher,

include early childhood education courses,

as
but

not college degrees.
Of the current staff,

several have been employees of

the Community Club for many years.

Some of these who are

now teachers began as day care assistants.

Miss Harriet,

who began as an assistant herself, told me often that she
encourages and mentors the team members to take courses and
move up the career ladder.
The team, Harriet informed me, meets twice a month:
once in the evening when all the staff can attend and not be
distracted by the needs of the children,

and once during
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"free time,” when the teachers can leave the assistants in
the rooms with the resting children.
Although Miss Harriet spoke several times of providing
child care on site and of exploring payment for team members
for night meetings,

such assistance did not materialize

during the time I was observing.

The staff, who did not

like to come to night meetings, grudgingly attended.

I

observed two evening meetings and two daytime meetings.

I

arrived for other day time meetings that were scheduled but
did not take place.
The confusion about meeting times was just one of the
many confusions that were occurring during the time I was
observing the Day Care Team meetings.

Although Harriet

proved to have many skills as team member and team leader,
clarity was not strong among them.
clarity to team meetings:
to each meeting,

Her team helped bring

Harriet brought xeroxed agendas

filled with items she wanted to discuss and

an occasional item team members had brought to her.
Harriet strayed from the agenda,

When

as she frequently did,

members would gently suggest that discussion get back to
agenda items.
In addition to the confusion that seemed to often
characterize the Day Care Team meetings,

a great deal of

change and stress was affecting Miss Harriet and the Day
Care Team.

The agent of change was Bart Ale.

team
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Bart,

a consultant, was being brought in by Community

Club management to help the day care programs "make things
even better, »•

Miss Harriet told the group during the first

meeting I observed.
By the second meeting that I observed, three weeks
later,

Bart had been around and was making changes.

Harriet was saying,
him.

.

Miss

"I want you to feel comfortable with

.” but team members were responding by saying,

"He's

getting under my nails right now,” and rolling their eyes at
each other when his name came up at team meetings.
I was asked not to come to the next meeting because
”too many hard things were going on.”

It was clear to me

that those "hard things” had to do directly with Bart and
changes he was making.
When I arrived for my third meeting,

Bart greeted me

and informed me he was now the Operations Director of the
Community Club.

At the meeting there was no agenda and

little interaction.

Instead,

Bart used the entire meeting

to explain to the staff a new method of ordering equipment
and materials.

The facial expressions and body language of

the team members made it extremely clear that Bart was still
"getting under the nails” of the City Hall Day Care Team.
At my forth and final observation,

it seemed that the

team was growing accustomed to the changes that had been
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made.

Bart was no where in evidence,^ and the team meeting

took place as usual.
When I transcribed my observations of the Day Care
Team meetings and analyzed them for potential instances of
the skills being studied,

I found that four members of the

Day Care Team had evidenced five or more uses of the
cognitive and intrapersonal skills on which I was doing
research.

I interviewed those four:

leader; Agnes,

Miss Harriet, the team

the head teacher; Penny,

teacher who told me in her interview,
understand this about me:
picture"; and Jill,

a African-American

"You have to

I always have to look at the big

a young assistant teacher who became a

teacher during the time I was observing,

and whose interview

revealed that she was just beginning to be aware of the
skills she was using in the team meetings.

Details of the

skill instances used by these four team members is found on
Table 1.
The Teams:

Buildings and Grounds

Bob Winthrop is the team leader of the ten-member
Building and Grounds team at the Community Club.
is smaller than it was a year ago,

The team

and smaller than what a

time and motion study had said it needs to be for the amount

^By the time I was writing this chapter, Bart was no
longer an employee or a consultant of the Community Club.
Douglas Dawn told me that ". . .it just wasn't a good
match."

Instances of Cognitive and Intrapersonal Skills on City Hall Day Care Team
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of work that has to be done to keep up the complex facility.
Spaces that contain the lobby, the gyms, the racquet ball
courts, the pool, the locker rooms,

showers, hallways,

lobbies, meeting rooms, rest rooms, restaurant,
administrative offices and other functions are all part of
the Central City Community Club.^
Of the ten members of the team, three are mechanics and
the seven others are cleaners.
are of European descent,

The mechanics are male

and

as is the one woman cleaner and one

of the other male cleaners who is psychologically fragile.
The other five cleaners are men of color.
Tenure of team members with the Community Club ranges
from one year to twelve years,
early twenties to the late 50s.

and their ages range from the
Bob,

the team leader,

is

the only member of the team who has previously held a nonBui Idings and Grounds job with the Community Club.
Bob, who has had one year of college,

is also one of

few members of the team who has had any formal academic
education past high school; several members did not complete
high school.

One member reported studying to become an

Licensed Practical Nurse and receiving management training

^(Bob often refers to this study which suggested that
this crew needed 10-12 cleaning people.
When I queried
Douglas Dawn about this he assured me that the number was
for a Community Club used to its fullest potential.
To
reach that potential the Club would have to add almost 700
members.)
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as an employee of a major hotel chain.

Another served in

the military and referred frequently to his management
training during his twenty years there.
Bob is still smarting from the fact that
Day Care Team members)

(unlike the

he and his entire overworked and

underpaid crew recently took a 5% decrease in pay along with
most of the other people in the organization

(including

administrators Douglas Dawn and William FitzHugh).
Bob,

like Harriet,

team leader.

Even so,

loves his work and enjoys his role as

Although he worries about the team being too

dependent on him, he thinks his team is "fantastic”.
Bob often urges the members of the team to make the
most of the opportunities they are being given for self
management through the mechanism of the team.
facility to your advantage.
time valuable.

.

"Use this

.while you're here make your

Make this a learning experience," he

counsels his team members.
While the City Hall Day Care Team had not
satisfactorily solved its problem of when to meet, the
Building and Grounds crew had resolved its special dilemma .
.

.that of being a team whose members work in three

different shifts around the clock.
until 4:30 p.m.

The day shift works

and the swing shift begins at 4:00.

Monday, when the team has its meeting at 3:00,
shift person comes in early,

Every

the swing

and the overnight "guys" come

in to join other team members for the meeting.
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While the fact that members were not being paid for
coming to night meetings was an unresolved issue of the Day
Care Team, the Building and Grounds Team members were paid
if they attended meetings outside of their shift.
Change,

a major feature at the City Hall Day Care Team

while I was observing it, was also occurring for the
Building and Grounds team.
major challenges

The changes here,

in response to

(such as an overrun in their supply

budget), were self determined and,

from what was observable

to me during the team meetings, the cause of little
consternation.
Bob began each of the Building and Grounds meetings by
gathering the agenda.
the others.

He put items on the agenda and so did

Members called out a topic and the approximate

time their agenda item would take.
would ask.

"Anything else?"

"Any other problems anyone is having?"

Bob
He

invited participation.
Just as he invited participation in the building of the
agenda.

Bob often invited participation and reflective

thought as he facilitated the meeting,

asking,

for instance,

"Anyone have more thoughts on this before we move on?"

The

thoughts shared in response to such questions frequently
exemplified the use of one of the skills being studied.
During each of the four meetings I observed of the
Building and Grounds team I saw many examples of most of the
skills I was studying,

and many instances of each skill.
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At one of the four meetings I observed Stan,

the mechanic

who had management training in the military,

facilitated the

meeting the meeting in Bob's absence.

Unlike Bob,

not encourage "more ideas” on an agenda item,
moved briskly through the agenda.

Stan did

rather, he

At that meeting,

I

observed fewer instances of the skills I was studying being
used by team members.
At the Buildings and Grounds Team meetings, most of the
discussion involved four members of the team.
included two mechanics—Bob and Stan,
cleaners,

Duane,

Brooklyn-raised cleaner.

meetings,

as well as two

the cleaner who works the night shift

power-washing the wet areas,

the team:

These four

and Michael,

a 23 year old

Michael said of the mechanics on

”You see, these guys are like the matadors of the
and sometimes they get blinded by what they

thinking and they don't hear others.

.

.”

The summary of skill instances evidenced by these four
team members is found in Table 2.

The Teams:

Credit Team

At National Tool the "Credit Team” had been given a
problem that had been brought to the attention of the
Quality Improvement Team as it pondered the issues that
merited the attentions of one of the problem solving teams.
The issue for the Credit Team was that on the days surround¬
ing the 25th of each month the shipping department found
itself overloaded.

It was thought that,

among other causes.

Instances of Intra-Personal and Conceptual Skills Observed in
Building and Grounds Team Meetings
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credit terms offered by the company might be causing the
surge in shipping.

Interestingly, the problem the team was

to address was the problem of the 25th.

The credit terms,

Lansing Ramsey told me, were just suggested as one of the
possible causes of the problem.

Nevertheless,

the team was

referred to as the "Credit Team” by Lansing and by its
members.

The lack of clarity about the task of the team was

never directly addressed by the team:

in spite of or

perhaps because of that fact, the unclear task dominated
team dynamics and discussions during the four meetings I
observed.
The cross functional team that was to be the Credit
Team included four women (one of whom,

an executive,

appeared in the middle of one meeting and attended only one
other)

and four men.

The men and women represented both

what I came to call "ties”
shirts”

(people from the offices)

(people from the "shop”).

and ”T

One man, who had an

office within the factory, bridged the two functions in work
and by wearing a sports shirt without a tie also bridged the
functions in dress.

Members represented the Shipping ,

Accounting and Credit departments and Customer Service,
International Customer Service and several others.
When I first observed the Credit Team in the National
Tool classroom the members were participating with Lansing
in a presentation about the characteristics of high perform¬
ing teams.

At the end of the presentation, Rick, who was to
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serve as team facilitator, took no action,

so Lansing talked

with the team to establish the weekly meeting schedule.

At

that point, with Lansing and Rick clearly expecting that the
session was over, Durham,

a team member who manages Export

Customer Service, began talking excitedly to Rick, waving
around a piece of paper.
As the team gathered around, Durham said he had done
some "homework” on the problem the team was to study,

and

had "facts—numbers" to prove that there was not more
pressure on the shipping department on the 25th than at
other times of the month.
Durham explained his figures at length, while other
team members stood silently around him.

Durham then gave a

copy of the paper he held in his hand to Rick to copy for
the team meeting the following week,

and ended the impromptu

meeting.
Durham's domination of the team through verboseness,
excitability,

and lengthy use of facts and figures was to

continue to characterize the meetings of the Credit Team.
The skills and energy of members of this team often seemed
directed at responding to Durham rather than to defining or
solving the problem the team was designed to address.
Four members of the team used the skills I was
studying.

Durham, who is 43 years old and has been with the

company for 5 years evidenced many instances of cognitive
skills under study in the abundance of statements he made
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during the team meetings.

Also using the skills was Rick,

the team facilitator, who at 36 works as manager of customer
service, has been with the company for 13 years and is the
son of the employee who wrote the tribute that appears under
Wayne Anderson's portrait.

Fifty year old Pops, who wears

the sport shirt, went to seminary and taught school before
he came to National Tool 20 years ago.
production in the plant.
'packer'

Sal,

Pops coordinates

a 22 year old woman who is a

from the shipping department has been at National

Tool for 3 1/2 years.

During the meetings it was Sal who

took issue with Durham's facts and figures that proved that
the 25th wasn't really a problem for her department.
A summary of the skills observed on the credit team is
found in Table 3.

The Teams;

The Benchmarkers

The National Tool team that was to become the
"Benchmarkers" was made up of one woman,

Brenda,

old secretary to the assistant personnel manager,
men,

including one in a T-shirt,

four in ties,

the 31 year
and six

and one in a

sport shirt.William Plum was listed as a team member of
the Benchmarkers,
attend.

but during my observations he did not

In addition to two men who had been at National

“^Jim, the man in the sports shirt, was from the quality
control lab, and usually ended his work day at 3:00 when the
team meetings began.
I was told by Lansing that Jim got
paid overtime for the team meeting.

Instances of Conceptual and Intrapersonal Skills Observed
on the Credit Team
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Tool five and ten years respectively and Brenda who had been
there thirteen years,

all the other members of the team had

been with the company for more than eighteen years.
What was first referred to as "The Measurement Team”
named itself ”The Benchmarkers” at its first meeting.

The

team was prompted to give itself a name by the "Quality
Improvement Process Project Team Check List” it had been
given by the QIT team.

(The Credit Team did not refer to

this sheet until late in its fourth meeting.)

Larry, the 30

year old manager of general accounting at National Tool
facilitated the Benchmarkers.

Larry told me that he had

strategized to become a member of the QIT precisely so he
could see to it that the issue to which the team was
addressing itself was confronted in the company.

The issue

was what should be measured or 'benchmarked' by National
Tool, how the measurements should be displayed,

and how the

measurements should be used by the departments whose work
they reflected and by the company as a whole.
Larry said he had given a lot of thought to the issue
of measurement before the team began,

but that he was being

careful not to preempt the team's wrestling with the
(complex)

issue and arriving at its own approaches.

”.

.

.I'm trying to be cognizant of not being overbearing to the
team.

.

.” he told me in his interview.

Larry was the only

one of the four facilitators that I observed who repeatedly
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focused,

in his interview,

on the complexities of his role

as facilitator.
Every person on the "Benchmarkers”
of the absent William)

(with the exception

participated substantially in each of

the meetings I observed.

Each of these team members also

demonstrated five or more instances of the skills on which
my research is based.
members of the team,

Therefore,

I interviewed all six

which included Larry;

Brenda,

the 31

year old secretary to the Assistant Personnel Director;
Mike,

33,

a factory worker;

control lab;

Jim,

age,

from the Tool Quality

39 year old Chris who heads the Returns and

Credits department,^ and Kevin,
research.

34,

29 years old,

from marketing

In addition to being relatively homogeneous in

the members of the Benchmarkers,

the Credit Team,

like the members of

were all of European descent.

The summary of Intrapersonal and Conceptual Skills
found on the Benchmarkers is found in Table 4.

Answering the Research Questions
In doing the research,

I found answers to all four of

the questions for the four teams observed and 18 team
members interviewed.

In addition,

I made observations

^Chris and his department have reduced returns by 44%
by instituting a process which pinpoints the 'point of non¬
conformance' on all returns and asks for clarification of
changes to be made so the non-conformance will not occur
again.
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regarding the value of the developmental concepts and ideas
about developmental environments while studying those four
teams and their two organizations.

These concepts have been

previously discussed in Chapter I and in Chapter II.

Answering the First Two Questions;
Interviews

Observations and

I found the beginnings of my answers to the first and
second questions by observing each team four times.

After

observing each meeting I transcribed the observation and
analyzed the transcription for what I thought looked like
instances of the skills I was looking for.
"potential instances" of skills.

I labeled these

At the time I labeled each

potential instance,

I struggled to articulate why I thought

it was an instance,

and what had given me the 'signal' to

this effect.

Later,

I categorized these 'signals' and used

them as the basis for answering the second research
question,

"What Characterizes the Skills?"

After I had completed the observations,
them,

transcribed

analyzed them for potential instances of the skills,

noted the signal for each skill,

and articulated why I

thought the instance was indeed a potential instance of the
skill,

I printed out each of the "potential instances" I

thought I had observed.

I did this for each team member who

had evidenced more than five potential instances of the
skills during the observations.

s

My lists served as the
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basis for the interview I then held with each of these team
members.
During the interview I read back to the team member
each potential instance of the skills I had observed them
using,

and asked:

"What were you thinking when you said

that?"
If the answer to the question included information that
verified that the skill was indeed being employed,
considered the use of the skill "validated";
"potential instance" but an "instance".
interviewed 18 team members,
instances of the skills,

I

no longer a

All told,

I

and noted 258 potential

of which 248 were later validated.

Table 5 summarizes the skills that were found to be
validated on the four teams.

Answering the Third Question;

Interview with Team Members

The interviews with the 18 team members,

in addition to

being used to validate or invalidate the "potential
instances" of the skills I was studying,

included questions

that were designed to answer the third question:

"How do

the team members perceive the way their skills developed?"
The answers to this question named influences that fell into
two categories,

1)

modeling by parents and other youthful

experiences and 2) modeling by people in the workplace and
other experiences of adulthood.

Validated Intrapersonal and Cognitive Skills Observed
in the Four Teams
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The Fourth Question:

Finally,

Interviews with those Responsible for
Team Success

I interviewed those responsible for the

success of the teams in an attempt to answer the final
question:

”Do team leaders consider the use of these

intrapersonal and conceptual skills to be important to the
success of their teams?”
I gave the list

At the beginning of this interview

(See Figure,

3)

of the nine skills to those

responsible for the teams' success,
comment on each.

and asked them to

The responses of the five persons

interviewed suggest that the skills are generally valued,
but are differently valued by leaders at the two sites.

At

one of the sites all of the skills are highly valued, with
the exception of "Ability to Tolerate Ambiguity" which was
considered a liability.
"Recognizing,

At the other site,

the skills of

Identifying and Dealing with Feelings" and

"Ability to Disagree with Authority" were viewed with some
concern by the leaders, who generally valued the other seven
skills.

Table 6 details responses of the leaders.

The First Research Question:

Do the Skills Exist?

The answer to the first research question was found
through meeting observations and skill finding,
interviews in which skill use was validated.

and through

In this manner

the skills being studying were found to be used on teams,
six of the nine skills were frequently demonstrated by team
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members, while three of the skills were infrequently
observed.

The Observations and Initial Skill Finding
I began my observations of the work teams reminding
myself that my research was exploratory and that I did not
know whether or not I would indeed observe the cognitive and
intrapersonal skills I hoped to study on the teams.

I

sometimes wondered if I, myself, had sufficient "Ability to
deal with Ambiguity and Uncertainty"
hoped to study)

(one of the skills I

to wait out the time between when permission

to study the sites was gained and the actual observations
began.

As I returned from my first observations of the two

teams at the Community Club, however, the path the research
would take was no longer uncertain or ambiguous to me.

An Agenda Item from a Building and Grounds Team Meeting
When I returned from the first team meetings I observed
at the Community Club,

I transcribed my notes and tapes.

As

I did so I became certain that I was seeing and hearing the
skills I hoped to study.

I noted with particular interest

the second agenda item in my observation of the Building and
Grounds team.

This item,

about criticism that Duane had

received from the Executive Director,

seemed "packed" with

potential instances of several of the skills.

The item,

that Duane had put on the agenda as "Executive Club Shower"
and

(mistakenly)

suggested would take two minutes,

seemed to
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me rich in several ways.

Upon later analysis I found it to

contain 18 instances of five of the nine skills I was
studying.
The entire conversation about Duane's agenda item is
transcribed here so that the reader may experience the
flavor of how the skills being studied "look” in their
natural environment.

The statements I later thought were

instances of skills being studied are in capital letters,
with the type of skill I thought I heard after I analyzed
the observation bracketed after the quotation:
Bob:

Duane has a two minute item:

Duane:
Jake from EC (Executive Club, a special
part of the Community Club's health facilities)
said that William FitzHern, (the Executive
Director of the Community Club) had mentioned to
him that the bacteria was building up in the EC
shower. (Cleaning the showers is among Duane's
responsibilities on the night shift).
"I DON'T MIND BEING CRITICIZED IF I HAVEN'T DONE
IT, BUT I CAN'T REALLY SEE. . .WITH THE EC SHOWER,
WILLIAM AND HIS CRITICISM, YOU KNOW THERE IS
DIFFERENT COLORED GROUT. . .1 DON'T APPRECIATE
THAT KIND OF CRITICISM IF IT'S CLEAN." (all said
very calmly). [Recognizing, identifying and
dealing with feelings; Willingness to Disagree
with Authority]
Bob:
"IT'S ONE THING TO SAY, DON'T TAKE IT
PERSONALLY.
THERE'S NO POINTING FINGERS. . .for a
long time we had Seth cleaning it during the day
also.
We talked with Jake again about doing it 2
times a day. . ." [Taking the Perspective of
Others]
Stan:
"THERE'S INCREASED USAGE, AND SETH'S NOT
DOING IT DURING THE DAY."
[Analysis and
Diagnosis]
Bob:
"I don't like William telling Jake to tell
Duane. . .1 GOT CITED BY THE MAYOR FOR OUTSIDE!!
I'VE WORKED HERE 12 YEARS, IT USED TO BE A

SHITHOLE, NOW WHEN ITS CLEANER THAN EVER I GET
WRITTEN UP BY THE MAYOR*. .
[Recognizing,
Identifying and Dealing with Feelings]
Duane;
"MAYBE MANAGEMENT FEEL THEY CAN SQUEEZE US
NOW, AS IF WE WEREN'T SUPPOSED TO BE HUMAN AND
HAVE AND EXPRESS THESE FEELINGS.
WE DON'T GET
CREDIT FOR WHAT WE DO, ONLY FOR WHAT WE HAVEN'T
DONE. .
[Feelings; Authority]
Bob;
"I'LL HAVE TO AGREE WITH YOU.
THERE'S A LOT
OF LONGEVITY HERE.
THE WET AREAS ARE ALWAYS HARD.
EVEN WE DON'T PAT OURSELVES (YOU, DUANE) ON THE
BACK."
[Perspective of others]
Stan;
"WILLIAM NOTICES THE EXECUTIVE CLUB. . .
CAN YOU HIT THE EC WITH GREATER FREQUENCY AND NOT
HIT THE OTHER AREAS AS MUCH THAT ARE NOT NOTICED
AS MUCH?"
[Perspective of Others; Systems
thinking;
Seeing the relationship between and
among Systems]
Duane;
"I DON'T WANT TO DO THAT.
WHAT DICTATES
WHAT YOU DO IS THE SHAPE OF THE AREAS. . .1 DON'T
WANT TO..."
[Authority (Stan is of higher rank in
the group)]
Bob;
"WILLIAM HAS A JOB, WE HAVE A JOB.
WE ARE
SHORT HANDED.
THERE'S A LOT TO BE CRITICAL OF.
IF YOU HAVE SOMETHING TO SAY, SAY IT.
YOU KNOW
YOUR JOB, WILLIAM DOESN'T. . .AND YOU DON'T KNOW
HIS JOB.
WHAT HE'S SEEING ISN'T DIRT.
MAYBE YOU
SHOULD SPEAK DIRECTLY TO WILLIAM. . ."
[Perspective of Others; Authority]
Duane;
(Expressively.) "I'M GETTING CITED. .
EVEN THE DAY AFTER I'VE PRESSURE WASHED IT."
[Feelings]

.

Bob;
"The doors are supposed to be open here. .
I'd like you to address your problem directly to
William. . .how do you feel about it?"
Duane;
Meg;

"I feel good about it."
"I did that once."

Michael;
you do."
Duane;
time."

"Take him for a tour and show him what

"I've been talking about this for a long

.

158
Michael:
night. *'
Mea:

"Let's put it on a paper to tour at

”I did that once”

Duane:
night.”

"The management doesn't come out at

Bob:
"THEY DON'T UNDERSTAND THE RESPONSIBILITY OF
TWO MEN DOING EVERYTHING AT NIGHT.
WILLIAM IS
OVERLOADED.
THERE'S PRESSURE ON HIM ALSO.
HE'S
GOT A JOB.”
[Perspective of Others]
Stan:
"If you see him in the hall ask to talk to
him for a minute. . .”
Bob:
"I'D CALL LORNA AND SET UP A 10 MINUTE
APPOINTMENT.
YOU'RE TAKING IT PERSONALLY.
I'D
EXPLAIN TO HIM JUST WHAT YOU DO. . .” [Perspective
of Others]^
Duane:
"I M TAKING IT PERSONALLY.
[Feelings]
Stan:
•

•

•

.

.”

"When you see him in the hall ask to talk to him

II

Bob:

"Call Lorna and set up an appointment.

Bob:
"It's a bit of a team failure.
The team failed
to realize that William works out at 3:30 or 4.
By
that time it has been used heavily for almost 12 hours.
Its a little the fault of the EC steward and that we
don't hit the wet areas during the day.”
Let's drop this:
ISSUE?”

WHO WANTS TO BRING UP THE SUPPLY

In the notes I made after I pondered the above
conversation,

I identified examples of five of the Intra¬

personal and Conceptual skills I was studying:

1)

Systems:

^During my interview with Bob, when I asked him about
this statement, I found that he was also taking the
perspective of William in this statement.
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The Ability to Analyze Systems and their Component Parts and
the Ability to see the Relationships between Systems
2)

Taking the Perspective of Others 3)

identify and deal with Feelings 4)
with Authority or Majority and 5)

Ability to recognize,

Willingness to Disagree
Ability to Analyze and

Diagnose.
Later,

12 of the 17 potential instances of the skills

eventually identified in this observation would be validated
through interview.

Four of the instances above were not yet

analyzed as skills at the time of the interviews so no
validating discussion took place.

One of the potential

instances was only partially validated.
To enable the reader to experience both the validation
method I used and the richness of the validation conversa¬
tions,
tial

the validation conversations for 13

of the 17 poten¬

instances of the skills identified above is included

below.

Validation of Skills of Building and Grounds Team Members
Validation of Instances 1 and 2:

Recognizing,

Naming

and Dealing with Feelings; Willingness to Disagree with
Authority.

(Duane:

"I don't appreciate that kind of criti¬

cism if its clean.")

JSG:
Duane;

So this had made you quite angry.
Yes.

.

.?
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JSG;
. . .you could tell you were upset, but you said
it very calmly and you chose to express your concern
and your frustration to the group.
I'm wondering about
that.
What were you thinking when you said that to the
group?
Duane;
You see, since we've gone to this team concept
. . .William used to be at our meetings on a regular
basis, and when we first started this thing I used to
be really intense, letting my feelings show and trying
to get my point across, and it was counter productive.

JSG;

With William?

Duane:
With William.
Now he had told us, but specifi¬
cally addressing me, in a certain way, he's very calm,
he's very good at communicating that way.
Now at these
early meetings, and the way that I was, my personality.
. .he could understand what I was saying. . .but just
didn't really appreciate, perhaps, the way that I was
bringing it forth.
So from those early meetings to the
meetings since you've been there I've learned to sort
of temper what I have to say. . .get it said, and
obviously
have a emotional content, too.
I still have
to express what I have to say, but I have to sort of
tone it down so its not taking away from what I'm
trying to get my point across. . .
JSG;

and you learned that.

.

.

Duane;
Basically by observing him. . .when he had
something to say at a meeting he would say it in a
certain way and in a certain manner, and people would
understand what he was talking about because of the way
he expressed himself.
So I sort of took that and tried
to. . .this didn't take a day or a week, it happened
over time, I can't tell you specifically, but it took
me a while to be able to tone it down and still get my
point across.
Even if I was very emotional at that
moment, but to tone it down.
JSG;
Duane;

JSG;

Yeah.
.

.

.

.you really did.

.

.

.and I've even learned to do that outside.

Really?

Duane:
Yeah, and see. . .its a sometimes. . .when
you're trying to get your point across you're so into
it you might blow the person away, not really meaning
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to. . .but even scare the person.
You don't want to do
that. . .to be effective, so I'd rather tone it down,
and I think it works better.
JSG;
You've chosen to
strongly about. . .

(talk about)

things you feel

Duane:
Absolutely, and I've always felt and I've told
this to the other members of the team since we've went
to this concept, because some of the members didn't
want to say anything, at first, and I could understand
it. . .but I always said to them:
anytime you've got
something to say, don't be afraid to say it, because
initially they said well, when we're at these meetings
and we have something to say, there's not going to be
any retaliation, but people still have the fear. . .if
I complain about this. . .will I get fired. . .because
you know in this economy. . .no one wants to be out of
a job.
I've always talked to other members about expressing
themselves, about getting involved.
Even in the little
mini-meetings we have at night on a regular basis. . .
This interview segment validated my impression that
Duane had exhibited the skills of "Recognizing,

Identifying

and Dealing with Feelings" and of "Being Willing to Disagree
with Authority."

In this segment I also had a glimpse into

an answer to my third research question,

as Duane told me

that he had learned to express his anger in the group from
observing the modeling of William.

In addition,

I noticed

that Duane had told me of what Piaget calls "horizontal
decalage," or the generalization of a skill from one situa¬
tion to another.
Skill Instance 3:

Taking the Perspective of Others

JSG:
This was the meeting where one member of the team
was expressing anger at the Executive Director because
this gentleman had been cited for not doing a good job
and he felt that the citation was unfair.
Do you
remember the incident:
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Bob:

Yes,

I do.

JSG;

I wrote down that you said this:

”Its one thing to say, don't take it personally.
There's no pointing fingers. . .”
Can you remem¬
ber what you were thinking?
Bob:
Well, I was. . .he was feeling it was a failing
of his, I was trying to see it, get him to see it, as a
team failing.
We knew that we are down team members,
we had a professional consultant come and tell us how
long each task should take and how many people we
needed, and we needed more then, and that's when we had
more, now we have even less.
We hadn't really figured
it out perfectly exactly how we were doing things with
so few people.
It was a team error, and he was taking
it as his.
I wanted him to see that.
I wrote on my note card that the skill of taking the
perspective of others was verified.

In the segment from the

interview Bob had again told me how Duane was feeling,
that what he,

and

Bob, had said, had been designed to address

that feeling.

Skill Instances 6 and 7:
Recognizing, Identifying and Deal¬
ing with Feelings and Willingness to take Issue with Author¬
ity (Duane:
Maybe management feel they can squeeze us. .

Duane:
It felt at times, because of the way the econo¬
my is and has been, especially what has happened at the
Community Club. . .a lot of people have gone, and I
thought. . .especially this recent criticism. . .obvi¬
ously I'm not able to read William's mind, to be fair
to him, but. . .1 was
thinking that management some¬
times. . .think(s), "Well. . .we can do almost anything
to this employee, we can push them over the brink,
mentally and physically by forcing them to do this and
do that," cuz what has happened over the years as we've
lost people on our team, they've had us do a little
more and a little more. . .and what are we going to
say. . ."No I won't?"
They have us by the short hairs.
. .Maybe management thinks that "yes, we can push this
individual to the brink. . .and they will not express
what they're thinking.
To the contrary, I say, "Still
express whatever it is that you have to say if its
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valid, if you feel that you want to make a point, let
the team know. . .Say whatever it is that's on your
mind and even if you do, get fired, you still have to
live with yourself. . .”

JSG;

At that same time,

Duane, you had said:

”We don't get credit for what we do,
we haven't done. . .”

only for what

Duane:
Its true, and especially, like, I can talk
about my area.
Generally when I clean in the shower. .
.if it smells good in there everybody thinks that its
clean.
Well, I know what I do in there, not that it
just smells good. . .but it's as if after the first
wave of members come in here. . .sure, it's clean when
they see it, wow, in the morning, we're talking 5:30 in
the morning.
Less than an hour later it looks like
nothing's been done.
Now we used to have an individual
come in about noon or 11 o'clock, hit the area, spritz
it up a little bit, so at least the other members come
in it appears to be somewhat clean. . .they would have
this sense of, someone is paying attention. . .
JSG:

You don't have that any more.

.

.

Duane:
But William, I don't know what time he goes
into the showers, but if it looks like hell when he
goes in there, obviously it must not be being done, but
I give really intense focus, because for the longest
time, the time that I was in the wet area, I even felt
that I was letting my team mates down. . .If they seen
what I do, then they wouldn't have any questions about
it.
But I'm thinking, well, maybe my teammates are
thinking that I'm not doing my job.
They don't under¬
stand. . .They understand now. . .but it seemed like
they never understood that I could do all of that work,
on a night to night basis. . .and it's gone, just like
that!
Now how am I going to take the blame for that if
an individual goes into the shower at 2 o'clock in the
afternoon.
How can I take the heat for that, and all
of these members have been through?
How can I do that,
and I've been taking it, again and again, as if it's
supposed to stay clean and perfect all day long if I've
left it that way.
So I had to start expressing myself
even more and more at these meetings, until somebody
finally understood.”
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I wrote:
"VALIDATED?
Yes.
Duane is expressing both his strong
feelings about the fact that management is pushing them
around AND that it is the team member's right to ex¬
press how they feel about it."

Skill Instances 9 and 10:
Taking the Perspective of Others
and Systems Thinking. (Stan: "William notices the E.C.")

The validation conversation with Stan, who declined to
be taped,

is recorded as follows in my notes:

Stan:
I wanted to get the heat off of Duane.
He has
an awesome job.
He takes it seriously and to heart.
JSG:
Everybody else was suggesting things along a
different line.
You took a decidedly different tack .
. .do you often do that?
Stan:
I believe you should worry about the things you
can impact, not all things. . . I believe that William
. . .you're never going to please him, so you can do
what you can to please him.
William only goes to the
EC.
He has tunnel vision.
He never comes in here at
night to see what Duane does.
I wanted to find a way
to keep him off Duane.
JSG:
So you were, in effect, weighing the relative
importance of the various tasks that Duane does, and
putting a lot of weight on the one that William notices
•

•

•

•

Stan:
You have to.
Our numbers are down, the equip¬
ment's not getting any younger and we don't get money
to replace it.

I wrote that I believed this interview segment validat¬
ed my belief that the two skills of Taking the Perspective
of Others and Seeing the Relationships between Parts of a
System were being used in Stan's statement.
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Skill Instance 11:
Willingness to Disagree with Authority
(Duane:
”I don't want to do that.
What dictates what you
do is the shape of the areas. . .”)
I thought that with this statement Duane was demon¬
strating his willingness to disagree with authority,
Stan,

a mechanic,

Duane.

as

is of higher rank in the team than is

Duane is also stating that he isn't going to design

his work around placating the Executive Director.
The interview conversation was as follows:

JSG:

What were you thinking when you said that?

Duane:
". . .see, because I'd been in that position
before, where they said, "Well, Duane, we're going to
give you some help.
This is what we want you to do on
the night shift."
I tried following that schedule and
it doesn't work.
Going from that experience I said
"this isn't gonna work either," because on a night to
night basis, when I initially get in to an area, that
depicts what I have to do. . .1 don't know what I'll
find. . . I haven't been in all the areas.
Once I get
to a certain area, then I know what I have to do then.
. .1 might know that I wanna do this floor tonight. . .
but I may not get to (it). . .and if. . .because I
really wanted to get this out of the way, if I go to
this certain area the very next night when I come in. .
.then I found myself stuck without enough time to do
even the basic things. . .like doing the toilets, doing
the sinks,
doing the mirrors and all like that.
Because, ahhhh, I didn't know I had this or this in
this area to do, they trashed that so bad. . .so I had
to spend more time there. . .
JSG:
. . .1 hear what you're saying about (assessing)
the whole thing and making your own decisions on a par¬
ticular night. . .but I think it was Stan who. . .was
kind of saying "we should kind of appease William," but
you said "no". . .
Duane:
I felt that just because it was William, or
whomever, that wanted me to pigeon hole that particular
area, maybe because he uses it, or because of who he is
. . .no, you shouldn't do that because you get yourself
into a pattern, of them being in that kind of control.
. .when you should know about your areas and what it is

166
you have to deal with on a night to night basis.
You
can explain that to the individual, bring them around
and have them see what you're talking about. . .but he
wasn't there, so I just said no, I wouldn't do that. .
.1 couldn't see doing it, it would put more strain on
myself. . .why would I want to do that, I have enough,
as it is. . .
JSG;
. . .it wasn't as if someone was ordering you to
do something, but someone was suggesting in a certain
way. . .
Duane:
. . .if its on me I'm going do what it is that
I feel is necessary to do to keep it at a certain stan¬
dard. . .its the best that I can do. . .If you do the
best that you can,
and someone wants you to do a lit¬
tle bit more and you can't do it. . .either you're
going to stay at your job or your going to leave. . .
And. . .when you make decisions you have to live with
them. . .if I fail to maintain my area at a certain
level, then I expect criticism, but if you're going to
level criticism at me, know what you're talking about.
That's all I ask.
I thought that this interview segment validated my
initial belief that Duane's statement in the meeting evi¬
denced the skill of Willingness to Disagree with Authority.

Skill Instance 12 and 13:
Willingness to Disagree with
Authority and Ability to Take the Perspective of Others
(Bob: "William has a job, we have a job.
We are short
handed
. .”)
JSG:
What was going on in your mind when you said
that?
Bob:
I think its important for people to speak direct¬
ly.
I could go talk to William about that, or I could
talk to Douglas Dawn, but its not the same.
It was
important for the individual to talk directly to the
Executive Director. . .it was between them. . .maybe it
was all wrong, the message had come to the individual
through another individual. . .maybe he didn't hear it
right, or maybe he was in a bad mood. . .You never
know.
I hate it when things come down through other
people.
Before this team thing this Community Club,
well. . .it was like a military organization.
JSG:

Very hierarchical?
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Bob;
Yes, very!
there were always three layers you
had to go through.
The guy on top, why he was too
busy, too important, to listen to your problem, he had
bigger things to do.
He had this other guy whose job
it was to listen to vour little problems.
I hated it,
drove me nuts.
Now with this team thing we have,
supposed to have, open doors.
So Duane should go
directly to the source. . .maybe it was all a misunder¬
standing. . ."
My notes read;

VALIDATED?

"PERSPECTIVE OF OTHERS; Yes. . .somewhat.
Showed understanding both of the perspective of the
person who got the message that he hadn't done a good
job, the "middle man" who passed on the message from
the Executive Director, AND of William, the executive
director.
DEALING WITH AUTHORITY;
Yes. Identified how felt about
authority and how team stuff has altered organizational
stance about it."

Skill Instance 15;
Taking the Perspective of Others
. .William is overloaded.
Pressure on him also.")

(Bob;

.

Bob;
Sure.
William's got all these other things to
think of. . .things we, thank god, don't have to even
know about.
I hear him talking about some of these
things and I think "Wow."
But he has no idea, NO IDEA,
of what we do, of how hard it is to do what we do, and
we are busy all the time, all the time.
We don't go to
meetings alot.
We don't use the gym during our work.
We don't even have time to talk to each other. . .they
just don't understand how hard we work.
But hey, we
don't understand what they're dealing with either.
These are tough times for the Community Club, things
are bad here, in the community, community support, this
is heady stuff.
Salary cuts.
..although, I gotta tell
you, I can't believe. . .1 mean 5% of one of our guy's
salaries. . .why they are going from here to the wel¬
fare office, it makes me really mad when someone making
$80,000 a year says "we aren't eating like we used to,
either". . .1 mean. . .these guys, they're going to the
welfare office.
I don't care for myself, the quality
of my life, I like my work, my family, the quality of
my life is good, but these guys, a cut in this meager
salary. . .and the others don't understand.
But they
got their problems too, they have hard jobs, too.
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I wrote:
"VALIDATED?
Yes.
He started right in telling me about
what William has on his mind,
BUT. . .he also spoke
about William's not understanding what other people (as
in team members) have on their minds."

Skill Instance 16:
Taking the Perspective of Others (Bob:
"I'd call Lorna and set up a 10 minute appointment. .
.You're taking it personally.")
I thought Bob was verbalizing how Duane was feeling.
During the interview segment with Bob about this "bit",

I

found that he was not only taking the perspective of Duane
("You're taking it personally"), but also taking the per¬
spective of William when he counseled Duane to set up an
appointment with William.
Bob:
I'd call Lorna and set up a 10 minute appoint¬
ment.
You're taking it personally.
I'd explain to him
just what you do.
JSG:
You said that so insistently.
thinking?

.

.what were you

Bob:
You grab someone in the hall. . .he's thinking
about what he's having for lunch, he's thinking about
his bills, about the meeting he's going to. . .you
interrupt him. . .you're a disruption to him, he gives
you the old (waves hand outstretched, meaning bye). . .
"how ya' doing, good to see you yeah well, gotta run."
Maybe you told him what's on your mind, maybe you
didn't.
Maybe he remembers, maybe he doesn't.
He
has a negative reaction because you interrupted
his plan, he thinks you didn't think it was impor¬
tant, because you just caught him as he was going
past.
But you ask for 10 minutes, 15 minutes of his time, you
make an appointment. . .its clear you thought it was
important.
He knows you're coming, his secretary
reminds him, he thinks about what you might want to see
him about, he thinks about you. . .hey, the problem may
be solved before you even get there.
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After reading over this part of the interview I knew
that my sense that this "bit” had reflected Bob's skill at
Taking the Perspective of Others had been validated.
In just the way demonstrated in the examples above,

I

interviewed the eighteen team members and found the poten¬
tial instances of the nine skills validated or invalidated.
I then discarded the 11 potential instances that I found not
to be valid,

and analyzed the validated instances.

Six of the Skills Frequently Found
The five skills represented in the above instances from
the Buildings and Grounds Team,

along with the skill of

Integrating and Synthesizing, proved to be the six of the
nine skills I was studying that were most frequently used by
members of the four teams I observed for this research

(See

Table 5).
We will now examine in detail the way these six fre¬
quently found skills were used by team members on the four
teams being studied.
In this section I have included notes I wrote to myself
when attempting to articulate why I thought the quote was an
instance of the skill, the words that I thought "signaled”
me that this was a instance of one of the skills I was
studying.

My intention in including these notes here is to

enable the reader to further understand the process I under¬
took to validate each potential instance of one of the
intrapersonal and cognitive skills I was studying.
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Skills Frequently Found:

Systems Thinking

The skill I was calling "Systems” in my coding was the
most frequently found skill in three of the teams,

and the

second most frequently found skill in the remaining team.
Several instances of the ability to think systemically
are given in the segment above from the Buildings and
Grounds team.

Instances from the other teams follow,

along

with my notes as to what "signaled" me that an potential
instance of "Systems Thinking" existed and the interview
conversation that validated or invalidated the instance.

Systems Thinking on the Day Care Team
On the Day Care Team instances of systems thinking
skills constituted 41% of the 56 instances of skills observ¬
ed and eventually validated.

Examples include:

Example 1)
In the middle of an informal discussion of how the team
members could encourage the parents to be more consis¬
tent about signing the children in and out of the day¬
care on the posted sign in-and-out sheets. Penny, the
teacher in the toddler room,
asked: "Who makes the
lists to post.?"
I thought the question gave evidence of the conceptual
skill I was calling "Systems Thinking."
The SIGNAL to me of her systemic thinking was that
Penny jumped, in the discussion, from certain particu¬
lars to others that seemed unrelated if not seen as
part of the same system.
VALIDATION CONVERSATION:
JSG:
Can you remember what
you were thinking when you said that?
Penny:
I think so.
That's a real important thing
. . .signing in and out.
Its important for the
day care and for the teachers, so we know how many
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children are here and we have enough teachers in
each room, and so we have a record, in case we
should need it later.
And I was thinking about
that and. . .well, I always. . .there's this thing
about me. . .1 always have to have the big pic¬
ture, so I was thinking not only of getting the
parents to sign in and out, but I was thinking
about the plan we had in place about the whole
sign out. . .
My notes read:
"Validated?
Yes.
Penny said she was not only
thinking about getting the parents to sign in and
out (what the conversation was about) but "the
plan we had in place about the sign out."
In her
response she included the several reasons the
sign-in/out systems exists, and stressed their
importance for the day care."
Example 2)
Harriet asked the staff to fill out incident reports
immediately.
Harriet needs to know what has happened
if she is approached by parents.
Also if a child is
consistently getting hurt staff can observe and see if
there is a reason.
SIGNAL:
Statements that tied together many different
ideas into one system.
VALIDATION CONVERSATION:
J^:
. . .You. . .used the
example. . ."we've noticed that ever since Johnny got
his new gym shoes he's been tripping."
What was going
through your mind when you decided to use that example?
Harriet:
Well. . .if a child keeps falling,
maybe its because of the new sneakers.
Also, if
there were no sneakers, why would you think a
child would fall all the time. . .?
I want them
to realize that we can spot things early. . .its
keeping. . .your eyes open. . .Something's hap¬
pened, investigate. . .be observant.
Observation
is a great tool for a teacher. . ."
JSG:

So you.

.

.

Harriet:
. . .said 'write your notes'.
Incident
reports, after they write them up I. . .go over
them, and if I see a pattern. . .what's being
done?
If I go a whole week and see five bites in
a room* . .what is being done?
Well, this is what
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I've found out, and this is what I've suggested.
You know, and it usually solves the problem before
it becomes bigger.
My

note card reads:

"Validation?
Yes:
She is using the discussion of
filing the incident report as a way to reinforce
with staff the necessity for observing the child
carefully so that patterns are noticed.
She sees
the patterns between incidents as potentially
revealing a system, and sees the filing of inci¬
dent reports as creating a system that encourages
the team members to pick up on patterns and allows
her to pick up on patterns they might miss."

Systems Thinking on the Credit Team
On the Credit Team,

instances of Systems thinking made

up 29% of the 42 instances of the conceptual and intra¬
personal skills being studied.

On this team use of Systems

Thinking was found second in frequency to the use of Analy¬
sis and Diagnosis.

Examples include the following:

Example 1)
Durham:
. . .if our terms were 45 days flat, would
that eliminate the problem?
Rick:
No, my personal opinion is that if we went on 2%
45 days we would probably increase our sales outstand¬
ing because people aren't going to cut you a check
every day. . .
Durham:

So we would still have an extra heavy flow on.

Rick:
No, that would eliminate the shipping problem,
because it would be constant, but it would increase the
cost of us doing business because we would have to wait
that much longer for payment to be received. . .
SIGNAL:
Rick is describing interrelationships of dif¬
ferent parts of system:
VALIDATION CONVERSATION:
Rick: "As far as that goes,
my major concern at that point would be increasing our
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day sales outstanding, the cost of us doing business.
If we went with those terms, 2% 45 days, there's no
question in my mind that it would cost National Tool
more money to finance accounts receivable.
Example 2)
Durhsun:
"So to give them a better discount, which
means we lose profitability, we force them into placing
a bigger order, and 'because that's tough on them' we
give them longer terms on the bigger order..."
SIGNALS:
Referring piece by piece to linked parts of
system, showing them to be in a system.
VALIDATION CONVERSATION:
Durham:
I was just taking
the worst case scenario, and I may have been trying to
stick ourselves in the fanny and say, "Do we always
know what we're doing?". . .terms are a sales issue.
Terms are another way of giving customers an option.
A
sales issue.
In both of the examples from this team the men demon¬
strated in the interview that they had been thinking in
terms of the interrelation of parts to a whole when they had
made their statements in the team meeting.

Systems Thinking on the Benchmarkers
Forty-six percent of the validated instances of skills
observed on the Benchmarkers Team were skills of Systems
Thinking.

The following examples are only two of the 42

very interesting instances that were validated.
Exconple 1)
(In a discussion of how making routine measurements and
posting the measurements and using them to look at the
company as a whole will point out those who are not
doing their jobs well)
Mike:
It'll come out. . .we're not going to go out and
say, "we're looking for guys who are slacking off, "
but it will come out in the numbers. . ."
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SIGNAL:

Sees how pieces of system related to system

VALIDATION CONVERSATION:
"They need to watch those
guys, if we are tracking our problem areas and this is
the crux of the problem, they're gonna understand.
First its gonna come up through his line, then from his
section, then its going to come to this guy, so we
don't need to go out with neon arrows that say "this is
the guy", its going to be subtle, and its going to
break down right by that root cause, and then they have
to deal with it, they have to have the gumption to deal
with it.
Example 2)
(In a discussion of how to set up a system so the
company as a whole will be utilizing the measurements
that will be made).
Larry:
In a quarterly thing, where everybody comes
together, that's where those arguments will take place.
You know, "I didn't meet this because such and such and
such and such was taking place, and it resulted in all
this crap. . ." and the guy who knows it is sitting
right across the table from me.
And I know it happens
now, but it's happening between those two guys. . ."
SIGNAL:
Making a system out of parts of many systems
and then formalizing the new system in the organiza¬
tion.
VALIDATION CONVERSATION:
Larry:
"And if people have
to formally prepare things and analyze them and look at
reasons for variations on a quarterly basis, that would
keep it going1"
That is happening in little bits and pieces, the mar¬
keting may sit with the manufacturing plant, but
there's nobody from finance, and there's nobody from
shipping. . .or distribution in it, someone from finan¬
cial.
Its just my firm belief that there's got to be
more of a group get together. . .so they're getting
more of the bigger picture."

In these examples both Mike and Larry evidence their
skill of seeing the relationships between parts of a system
and between systems.
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The skill of Thinking Systenically is closely related
to the skill of Integrating and Synthesizing,
etnalyzed wy data.

I found as I

I c^uie to believe that the skill of

Integrating and Synthesizing is necessciry but not sufficient
for the skill of Thinking Systenically to take place.
other words,

In

I case to believe that Systens Thinking was a

higher and sore coaplex fom of the skill of

Integration

aLnd Synthesis.

Skills Frecruentlv Found:

Integrating and SN^nthesizino

The skill of Integrating and Synthesizing was
identified in thirty-two of the 248 total instances,
the instances found in the four teaits.

13% of

On the Daycaure lean

and on the Benchitarkers, this skill was the second aost
coiciLonly observed of the nine being studied.

On the other

two teaits it was found, but was not coimon.

Integration and Synthesis on the Buildings and Grounds Tear
On the Building and Grounds Tean the skill of
Integrating and Synthesizing was observed only four tines.
An instance follows:
(Re what the psychologically fragile nan. Bill, had
said at the previous iteeting that Duane had aissed:
that Bill wasn't happy with the way he was doing his
work and he wanted to talk to the tear about it.)
Duane:
I read the ainutes and thought it was a strange
thing so I tried to talk to hia. . .we overlap so we
talk alaost every night, hia, Seth and ae."
SIGNAL:
Duane integrated the fact that Bill had said
soaething inappropriate at the aeeting with what went
on between hia and Bill at night.
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VALIDATION CONVERSATION:
Duane:
”. . .after reading
the minutes of what Bill had said I was thinking that
we usually discuss among ourselves what might be on our
minds before our Monday (team) meeting.
That way we
could throw thoughts around as to how to maybe solve a
problem before the team meeting to avoid bringing it
up."
Verified?
I think so.
Duane was thinking about Bill
and thought that he could take more responsibility for
Bill.
I think he thought that if he structured their
night meetings more thoughtfully, he might keep Bill
from bringing up inappropriate things at the team
meetings.
In this segment Duane was articulating the way in which
his nightly meetings with Bill were part of a system that
included the weekly team meetings.

Integration and Synthesis on the Day Care Team
On the Day Care Team the number of instances of use of
the skill of Integrating and Synthesizing ran a long second
to the skill of Systems Thinking.

Nine instances of

Integration and Synthesis were identified out of a total of
56

instances of the nine skills noted in my four observa¬

tions of the team.

An example of the instances of Integra¬

tion an^^Synthesis on this team includes:

(Team had previously decided raffle proceeds would be
used for playground equipment).
Harriet:
"I'd like to see one large item that's
noticeable that the parents can see plus more
educational toys."
Agnes:
Excuse me Miss Harriet,
no longer an issue?

is playground equipment

Harriet:

."

"If the team votes.

.
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Agnes:
I would like to see some playground equipment.
. .The raffle states play equipment.
SIGNAL:
Integrating something that happened in the
past (in this case a decision to use the raffle
proceeds for playground equipment) with what is
happening currently in the meeting.
VALIDATION CONVERSATION:
Agnes:
”. . .what I mean is
it was stated among the team.
When we had talked about
this raffle we had said we would like to see the
playground with more things in it, so that's something
I really felt strongly about, because I feel that
playground needs more equipment.
Agnes was demonstrating the use of the skill

of

Integrating and Synthesizing by integrating something that
had occurred at a previous meeting with the conversation at
the current team meeting.

Integration and Synthesis on the Credit Team
On the credit team the
synthesis was

skill of

observed only twice.

Integration and
One of the two

instances

is quoted below:
Priscilla:
"Well, you have to, as Rick says, assess
the nature of the problem.
If it is a monster problem,
from either a cost internally perspective or a customer
service perspective, then it would lead you to believe
that you can redetermine this to a degree, keeping in
mind that a 2% discount is almost. . .that you can't
touch it. . .
Rick:
"Well, not necessarily.
You know, its like
price, you can always change it, as long as you give
the customer something in return.
I've seen some
companies actually change the 2% discount, one in
particular I know of, Detroit. . .just did it recently.
They changed from 2% 10th prox to 1/2% 10th prox
because interest rates are so low right now. . .
SIGNAL:
Rick:
"I've seen some companies.
(Integrating past experiences).

.

."
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VALIDATION CONVERSATION:
Rick:
. . .1 was thinking
of conversations I had with the credit manager of
Detroit Italian Drill at the time.
He told me before
how its not going to work, it's not going to work, and
I talked to him 3 months later and everything was hunky
dorey, so I just didn't want Priscilla to communicate
that we can't touch that, cuz we can.
Rick was integrating his past experience with the
conversation currently taking place on the team.

Integration and Synthesis on the Benchmarkers
On the Benchmarking team the skill of Integration and
Synthesis was observed in seventeen instances making it
a far second in frequency to Systems Thinking,
found in 42 of the 91 potential instances,

which was

or 45% of the

instances noted in the observations of the team.
examples of the 17

Two

instances follow:

Example 1)
Kevin:
"Where my wife works, they set a quota, and
when they meet that quota they juice it up a little
more, and a couple more months, and then they say:”
if
you finish so many claims in x amount of hours, we'll
pay you time and a half.”
SIGNAL:

Naming other experience that is relevant.

VALIDATION CONVERSATION: Kevin:
"That was really a
positive thing that I was thinking of that, you know.
.you see a scale going up. . .and you know that
somebody can go further up. . .1 was thinking there
that there's a potential to do more, really.
In the above example,

as in the next,

team members were

integrating past experiences with the current discussion on
the team.

.
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Example 2)
(As the team was discussing where they might go to see
posted statistics.)
Jim:
”I went to one of those Manufacturing Association
schools that they had at River Graphics, and I. . .
think they were going for ISO 9000, filled with all
kinds of information.
That's a place that might have
something...”
SIGNAL:

Bringing in past experience.

VALIDATION CONVERSATION:
Jim:
"At that time we were
talking about trying to find other companies. . .that
might help us out if we could visit some places that
already have this.
And that would help us out, it
would give us a clear picture of what's going on and
what we want, and that was one of the places I had been
to. . .and I had the real feeling of them being ahead
of us, at that time.
As I analyzed my data I began to understand that the
skill of Integration and Synthesis could in some instances
be related to that of Taking the Perspective of Others.

In

order to make use of the ability to Take the Perspective of
Others,

a person must be able to Integrate their understand¬

ing of that perspective with other information they are
holding in their mind.

Skills Frequently Found:

Taking the Perspective of Others

The skill of Taking the Perspective of Others was an
oft-found skill on the four teams I observed.
instances of this skill:

I found 38

Of the total 248 skills noted.

Taking the Perspective of Others was responsible for 15%.
This skill was found second most frequently on two of the
teams and ranked number three and four on the other two
teams,

respectively.
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The team on which the skill of Taking the Perspective
of Others was found most often, the Benchmarkers, was also
the team with the highest number of skills observed per
person showing significant use of the skills

(an average of

15 instances per person compared to 9.75 per person for the
Credit team,

and 14 per person for both the Daycare Team and

the Building and Grounds Team).

Perspective of Others on the Building and Grounds Team
On the Building and Grounds team, the skill of Taking
the Perspective of Others was observed twelve times,

second

most frequent to Systems Thinking which was seen in 23
instances.

On this team,

the skill of Perspective-taking

was utilized by each of the team members whom I interviewed.
Bob,

the team leader, was found to use six instances of this

skill himself.

Examples found on this team include:

Example 1)
Michael:
"If Duane don't come in it dumps on Seth.
If
he could let us know (when he will be out) I could do 4
hours (on the night shift) and 4 hours (on the day
shift).
I don't want to see Seth go down the drain."
SIGNAL:
Articulating perspective of Seth, who has more
work to do if Duane doesn't come to work.
VALIDATION CONVERSATION:
Michael said he used to work
on the night shift and that is how he knows what it is
like for Seth.
"It was only me and Duane working nights. . .and when
Duane wasn't in I had to do the locker rooms, I had to
do the shower rooms, plus the other duties that I had
earlier that shift to do, and it can really build up if
a guy just keeps missing and coming in late or not
showing up, calling in sick. . .

181
Example 2)
(The discussion revolved around Bill's statement at the
previous meeting that he wanted to discuss with the
team the quality of his own work.
Duane had been
absent at the meeting, but had noted the statement in
the minutes.
It was now being discussed in Bill's
absence from the current meeting.)
In response to
Bob's saying that he thought that Bill's work was good,
Duane said:
"Good!

He'll be glad to know that.”

SIGNAL:

Saying what another person (will)

think.

VALIDATION CONVERSATION.
Duane:
"I think I was
responding to Bob's saying that Bill's work is good and
that there were no problems only really that he (Bill)
thinks there is. . .it is hard to critique himself.
I
think he is looking for guidance. . .It is hard to know
what something you are thinking or perceiving (sic)
looks like to other people.
Bill told me that there
were some areas he thought he did well on and others
that he didn't like the way he was doing. . .
In these two examples members of the Building and
Grounds Team are articulating the perspective of another
team member.

Perspective of Others on the Day Care Team
Two members of the Day Care Team used the skill of
Taking the Perspective of Others,

and used it a total of

five times of the 56 instances of skills evidenced by team
members who used the skills under study with substantial
frequency.
(Re:

An example from the uses on this team follows:
calling parents when a child seems ill)

Harriet:
"You've got to use judgement, say he's not
acting right. . .just sitting in a corner. . .call and
say, he's not acting right, let 'em know, they might
want to make a doctor's appointment, that day. . .if
they're our late parents maybe they won't be able to
get in, unless we warn them ahead of time. . .let's
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give the parent a chance,
whatever.”
SIGNAL:

they're working,

too,

and

Naming what other may be thinking.

VALIDATION CONVERSATION:
»'Well, because, they [should
know] anything that happens during the day. . .You
should be able to call parents at the job.
Some jobs
specifically not, but most jobs know about day care, 3.
. .You warn 'em then instead of telling them at 5:30 .
. .So they could make arrangements.
Its easier to make
arrangements (for the child to be out the next day). .
.by the time they go home. . .then it is the next day
in the morning when the child is throwing up. . .its
going to make them late, its going to cause a lot more
problems. . .communication is a big factor.
Again, not
only taking care of the child, watching for your
center, and considering parents that are on a job, so
that they won't have to take a day off. . .
Harriet is articulating the perspective of the parents,
and thus demonstrating her own ability to Take the
Perspective of Others.

Perspective of Others on the Credit Team
Two of the four members of the credit team who were
interviewed because of their substantial use of the skills
were observed using the skill of Perspective Taking.
Between them, they utilized this skill seven times during my
observations of the team,

during which the four members

evidenced uses of the studied skills 39 times.
potential instances observed on this team,
by Pops.

Of the seven

four of them were

One of the seven examples follows:

Pops:
"What I said, I'm looking at it from two points
of view.
I've got a lot more information here, but its
only from a manufacturing point of view. . .
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SIGNAL:
States that he is looking at it from two
points of view.
VALIDATED?

"Yes:

In the statement itself."

Perspective of Others on the Benchmarkers
All but one of the Benchmarkers evidenced use of the
skill of Taking the Perspective of Others.

The skill was

used 14 times by the five people who used it on this team.
15% of the 92 instances on the Benchmarkers of the 9 skills
being studied were instances of Perspective-Taking.
Examples of instances of this skill by members of the
Benchmarkers include the following:
Example 1)
Larry:
"Like what you were saying last week, I think
its important from both perspectives.
From an
individual perspective, its maybe important for the
individual to know how he's stacking up and how he's
contributing, or the downside of that is how he is
dragging everybody else down, but then from the bigger
picture point of view, senior managers might not want
to look at individual performances. . ."
SIGNAL:

Talking about perspective.

VALIDATION CONVERSATION:
". . .the thing I'm trying to
address. . .is, there is a very heavy emphasis on the
plant floor of trying to keep as much paperwork out of
this as possible, and trying to keep people free of
doing things that aren't productive. . .Although I
think. . .that this is extremely important, we may run
up against some opposition because it's looked at as
non-productive paperwork. . ."
Example 2)
Brenda:
"If you have perfect attendance and someone
gets real sick, then you make that person feel real bad
•

•

•

II

SIGNAL:

Names both feelings and perspective of other.

184

VALIDATION CONVERSATION:
"Meaning if you were the one
who had spoiled their chart. . .for that week or month
. . .then people would be down on you as if it was your
fault. . .and. . .it would be bad for morale if the
chart was down, or it would make people stay here who
were sick and really should be home.
Do we really want
to make people feel bad for ruining the whole
department's record. . .?
On this new team,

as on the Credit Team, the

Perspective of Others taken were not of other team members
but of other people in the company.
The skill of Taking the Perspective of Others proved to
be closely related to that of Recognizing,
Dealing with Feelings.

Identifying and

In many of the instances in which

this skill was validated,

the feelings that had been

recognized were the feelings of another person.
cases,

In those

the use of the skill of Recognizing Feelings was

taking place in conjunction with

the skill of Taking the

Perspective of another.

Skill Frequently Found:

Dealing with Feelings

The skill I called "Feelings" in my coding was found a
total of 16 times in three of the teams that I observed.

I

observed in the Credit Team members no instances whatsoever
of the use of this skill.

Eight of the 14 team members on

the other three teams were found to use this skill.
Examples from the three teams in which the skill was
used follow:

185

Use of "Feelings” on the Buildings and Grounds Team
As we saw in the whole conversation reproduced from a
Building and Grounds Team meeting, two members of this team
seemed to feel comfortable expressing their own feelings.
Because of these two members,

Bob and Duane, the Buildings

and Grounds Team had a higher percentage of its total skill
instances as instances of the Recognition,
and Use of Feelings

(16%)

Bob, the team leader,
use of feelings.

Identification

than any of the other teams.
seemed to set the tone for the

In my interview with him about the

importance of the various skills he commented at length
about the importance of expressing feelings.

Two examples

of Bob's almost exaggerated use of the skill of Using
Feelings follow:
Example 1)
Bob:
"This is like an operations meeting.
10 people
at $30,000 each talking a whole meeting and not coming
up with an answer.
(AGITATED, SLUMPING ON TABLE) I
don't even go to the meetings any more, I'm so
FRUSTRATED!1”
SIGNAL:

Names feelings, dramatically.

VALIDATION CONVERSATION:
reveal your frustration.

JSG:
. .”

"You again decided to

Bob:
”. . .these (team members) aren't blind. . .and
they see these (administrators), and the tremendous
amount of meetings, time spent at one end of the coffee
shop, discussing'work. . .this frustrates them.
They
have to go to work, they have to perform, especially on
the cleaning crew, they have set duties to do. . .
and the Community Club continues to hire upper
management, [note: he is talking about Bart Ale] where
these guys couldn't even get their 5% raises. . .
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. . .when you take 5% away from somebody who's making
$12,000 dollars a year, and then he has to go to the
welfare department, and you take 5% a year away from
someone making $80,000 a year, and then he has the
nerve to say to me, "Well my family isn't eating the
way it used to either, because I lost 5%". . .I'm
probably losing the tread of thought here. . .
JSG:

.

.

.that's why you decided to say that.

.

.

Bob:
"Yes, and they all know that, and that gives me a
little more clout with them again, looking at, "he's
not management' he's part of us, he's still working in
our realm, and is as concerned about some of the things
I see here. . .
Bob is saying that he chose to express his feelings in
order to take the perspective of other team members.
Example 2)
(To the suggestion from a team member that Karl, a
developmentally delayed Community Club volunteer should
be made responsible for cleaning the lint out of the
dryers, a task that team members have consistently
failed to do.)
Bob:
(SHAKING HEAD, LOOKING DOWN, SPEAKING SLOWLY) "I
have a hard time imagining giving Karl a job that three
people on a day team can't do, man."
SIGNAL:

Tone of voice,

body language,

choice of words.

VALIDATION CONVERSATION:
"They are going to let this
gentleman, who's very handicapped, deal with electrical
things. . .maybe Karl is perfectly capable of doing it
. . .it just didn't set very well with me that they
would even dare mention sloughing off the job to him,
as though they were passing it off to a lesser person,
or something.
Again, Bob is articulating that he chooses to
dramatically express his feelings in the team meeting in
order to underscore his point.

187

Use of "Feelings” on the Day Care Team
Contrary to gender stereotypes, the use of feelings was
less frequently used on the Day Care Team composed entirely
of women than on the Building and Grounds team which was
made up of 9 men and one woman.
observed,

I saw only four instances of the skill being used

on this team.
Jill:

In the four meetings I

One of them follows:

"He's getting under my nails right now.”

SIGNAL:
Statement naming feelings:
under my nails. . .”

"he's getting

"VALIDATION CONVERSATION: Tracy: ". . .we had never met
him before and he came in and said do this and do this
and do this. . .
Jill made no bones about the fact that she was
expressing her anger and annoyance.

Use of "Feelings” on the "Benchmarkers”
On the Benchmarkers,

although I found few instances of

people expressing their own feelings,

there were several

instances of people anticipating the anxiety of those who
would be told that their work was going to be measured
against a benchmark.

One of the few instances of someone

expressing their own feelings follows:
Mike:
(The team member from the factory):
"I think
you're right that a lot of the information's out there
and being kept, but I also think that a lot of it is
not getting back to the people its being kept on.
We
were called into a meeting here, and they said, "Do you
know, your weld cost is $1.52 a blade, and that's too
much.”
. . .and we were saying, ( with emotion) "Whoa!
Wait a minute.
What are you talking about?”
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SIGNALS:
Tone of voice—with emotion:
minute.
What are you talking about?”

"Whoa.

Wait a

VALIDATION CONVERSATION:
"Apparently, they were asking
us, how many did you do today, they were keeping track.
And then they'd say, well, o.k. you guys work from 5 to
5, that's 12 hours a day, and you did this much, so
this is what it cost.
They never said, did the welder
break today, did somebody go to the Doctor?
Did
somebody come in late?
They never asked those
questions.
They never even asked if we were working in
the cell today.
Maybe there was a need for us on line
six.
But all of a sudden this is your number, well,
exactly why, Whoa.
What are you talking about?. . .
It occurred to me,

as I was mulling over the fact that

there were no instances of Recognizing,

Identifying or

Dealing with Feelings on the Credit team and that only .05%
of the instances of skills observed on the Benchmarkers were
the skills of using feelings,

that team development theory

might lead us to expect that there would be a difference
between the willingness of team members to show their
feelings in a team that has been together for four meetings
compared to a team that has worked together and met together
for several years.

To the extent that using feelings is

indeed useful to the teams, then, the shorter tenure of
problem solving teams would make them,

in this way,

less

effective than Self Directed Work Teams.
Another skill which was observed far less frequently in
the teams at National Tool than in those at the Community
Club, perhaps for the same reasons, was that of Ability to
Disagree with Authority or Majority.
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Skills Frequently Found; Disagreeing with Authori-hy
The skill of Willingness to Disagree with Authority/
Majority was found a total of 14 times during my observa¬
tions.

It was demonstrated by only one member of the teams

at National Tool,

and by all but one member of the teams at

the Community Club.
found,

In all the instances in which it was

this skill was found in the form of Disagreeing with

Authority:

an instance of disagreeing with the majority was

not found during the observations.

Disagreeing with Authority in the Building and Grounds Team
Three of the members of this team were observed using
the skill of Disagreeing with Authority:

Bob, Michael and

Duane.
All told there were five instances of this skill
observed in the Buildings and Grounds team meetings
observed.

Three of those five instances were found in the

agenda item about the criticism of Duane by William,

the

Executive Director of the Community Club that is quoted in
full above.

Another instance, with the validating

conversation,

is given below:

Michael:
"(Inaudible:
something about the box in
which supplies will be kept.)
Will:

(starts explaining what Michael was saying.)

Stan:

"What Michael was saying.

Michael:
meant.)

(Very loudly)

"NO!!":

.

."

(Explains what he
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SIGNAL:

Won't let superior interpret what he means.

VALIDATION CONVERSATION:
"These guys are like the
matadors of the meetings,
and sometimes they get
blinded by what they thinking, and they don't hear
others think while others talking, and. . .its not like
that. . .then you just gotta come out a little
stronger, other than that I talk soft."

Disagreeing with Authority on the Day Care Team
I observed seven instances of the use of the skill of
Disagreeing with Authority on the Day Care Team.

The

unappreciated appearance of Bart Ale provided a good impetus
for such expressions,

as did the fact that the management of

the Community Club had ordered the Team members to take a
day off without pay.

Between expressing their disagreement

with Bart, their indignation about the sudden unpaid
vacation day,
Harriet,

and their willingness to disagree with Miss

their team leader,

all the members of this team who

were interviewed for the study utilized this skill during my
four observations.

An example follows:

(Re the mandatory day off)
Harriet:
"I know, I asked them that, the personnel
director, and I still did not get a satisfactory
answer.
If you want as a team to write up a letter .

.

II

and Penny said:

"I will".

SIGNAL:
Both Harriet and Penny showed willingness to
push the issue with authority who did not want to
address issue.
VALIDATION CONVERSATION:
Harriet:
"O.K. I had gone
through the steps I had gone through to find out for my
staff what at that point wasn't clarified. . .why that
holiday had to be taken as a comp day or a vacation day
or a personal. . .1 said, "I'm not satisfied.
I've
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gone as high as I can go. .
Personnel director,
over Shirl. . .1 didn't understand. . .They said it,
but for some reason I'm missing something, it wasn't
clear enough.
VALIDATION CONVERSATION;
Penny:
"I was really annoyed
. . .1 was happy to say I'd write the letter.
I'm not
afraid to speak up to anyone. . .It didn't make any
sense what they were doing, telling us about this
change so late, when they knew we had all taken our
vacation days and all.
I strongly believe that if
people make mistakes they have to be honest about it.”
Both Penny and Harriet were willing to take issue with
the administration that seemed to want them to accept a day
off without pay without knowing the cause.

Disagreeing with Authority on the Credit Team
There was one person on the Credit team who took issue
with Durham, the man who had set himself up as the authority
on the team.

That person was Sal, the young "packer” from

the shipping department who twice took issue with Durham's
claim that the figures he had collected proved that the days
surrounding the 25th of the month were not any more busy for
the shipping department than a lot of other days in the
month.

Sal's taking issue with Durham represented two of

the three instances I observed on this team of Disagreeing
with Authority.
Nevertheless,

Sal wore a T-shirt and Durham a tie.

she persevered.

Example 1)
(After Durham had presented the team with a sheet of
numbers which he said proved that the number of orders
shipped on the 25th was no greater than that shipped on
many other days of the month.)
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Sal:
"To me, its not all spread out,
distributed.”

its not evenly

SIGNAL:
Took issue with powerful male in management
position, one who, in this situation, would be
considered an "authority” and with whom the rest of the
group seemed to be agreeing.
VALIDATION CONVERSATION:
"I think its because I'm sure
of what I'm saying.
When he said that, I know its not
true, because every month the 25th we know we're
getting bombed.
Its just the way it is every month,
and no other reports showed it except the shipping
department. . .When he said that, I know its not true,
because every month the 25th we know we're getting
bombed.”
JSG:

"What enabled you to disagree?

Sal:
"I think its because I'm sure of what I'm saying.
. . .1 was just sure, I knew that it wasn't evenly
distributed.
Example 2)
Durham:
(Of the fact that the shipping department has
to overwork to get all the orders out on the 25th) "Its
not hurting customer service.”
Sal:

"It is,

Durham:

though, that's just the point.

"But the numbers don't support it.

.
.

.”
.”

Sal:
"No.
They don't, and that's exactly. . .Fred
said 'don't go by the past three months, the past three
months have been nothing'. . .
Rick:
Sal:

"What do you mean,

nothing?”

"Compared to what they normally get.

SIGNAL:
taking.

.

.”

Took position opposite from that Durham was

VALIDATION CONVERSATION:
Sal:
"I didn't realize. . .1
just spoke my piece, but I didn't realize it would be
actually proving. . .its challenging in there.
JSG:
"I see it as a challenging environment. . .so I
have been wondering what has been in your thinking
process that has enabled you to be consistently so
prone to take issue with. . .its mainly Durham. . .when
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I asked you before you said it was because you knew
what you were talking about.
Sal:
”Its because its been such a problem to myself
and my department and I thought with this team I may
have a chance to change that.”

Skills Frequently Found: Analysis and Diagnosis
The use of the skill of Analysis and Diagnosis "ties"
with the skill of Taking the Perspective of Others as the
second most frequently observed skill after that of Systems
Thinking.
teams.

The skill however, was used unevenly on the

Only Harriet on the Day Care Team was observed using

this skill,

and then only once.

On the Buildings and

Grounds team each member who was the subject of study used
this skill one time.

In the two teams at National Tool,

the

skill of Analyzing and Diagnosing was found much more
frequently, with Sal being the only interviewed member of
those teams who was not observed utilizing this skill at
least once.

It is likely that the formal team training

given team members at National Tool emphasized problem
solving skills,

some of which are analytical,

and is

responsible for the difference in use of these skills.

Analyzing and Diagnosing on the Day Care Team
As mentioned above,

only one instance of this skill was

noted during the four observations of meetings of the Day
Care Team.

It follows:

Harriet:
(Talking of the sudden,
vacation day.)

enforced,

non-paid
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"And I was trying to understand what the discrepancy
was, was it to save Shirley's hide or what. . .she's
done a lot for us, but don't. . .”
SIGNAL:
Analyzing all she can bring to bear on the
subject to see what makes sense.
VALIDATION CONVERSATION:
JSG:
So were you thinking
that maybe the reason it was so unclear was that
someone else had made a mistake and they were kind of
trying to. . .”
Harriet:
"Well, yeah this was it. . .or they didn't
say it right, cuz it didn't make sense to us, you know.
But there are a lot of things we don't know up here
with contracts and that, but the only person
knowledgeable is going to be somebody. . .Shirl or
someone. . .I've had the experience. . .you blend
things.
And if you go with the attitude of trying to
blend them. . .figure them out. . ."
Harriet was trying to analyze what had caused the "day
off" by trying to analyze all that she knew that might give
her a clue.

Analyzing and Diagnosing on the Building and Grounds Team
Each of the four members of this team interviewed for
the research had demonstrated one instance of the use of the
skill of Analyzing and Diagnosing.

Two very different

examples follow:
Example 1)
Stan:
"Be on the lookout for black magic markers. . .
they're around.
Get them and write on your brooms, on
your equipment.
That way if it disappears you'll see
it sometime and you can say:
"Gee, I think that's
mine. . ."
VALIDATION CONVERSATION:
Stan:
This has been an
ongoing problem. . .things disappearing. . ."
JSG:
"Yes, that's clear from the meetings.
But others
take other approaches. . .run around and spy to find
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out who may have things.
going at it. . .”

.

.You took this other way of

Stan;
"You can't change things outside the department,
but you can change what you can.
If the name's on a
piece of equipment it says "This is not here for your
use" to someone else."
Example 2)
Michael;
(To someone who is talking about waxing the
floor in an executive office of the Community Club.)
"It's best to do it on a Friday so it can dry or you
can do a second coat."
SIGNAL;
He was analyzing the situation and diagnosing
what should be done.
VALIDATION CONVERSATION;
"I think that Monday was a
holiday.
If you can do that when there's nobody in
there and get the job done, why go through the
painstaking hours of getting them to move their stuff,
and trying to get in there during working hours to try
to finish up?. . .It just didn't make sense to me to
strip a floor, have some one use it, and then go back
and have to strip it again. . .
In both of these examples,

team members were analyzing

how the problem being addressed interacted with the wider
world of the Community Club,
data from that world.

and factoring in the pertinent

By incorporating the necessary data,

the team members were able to analyze and diagnose the
problem in a way that enabled them to find a solution to it.

Analyzing and Diagnosing on the Credit Team
On the Credit Team the skill of Analysis and Diagnosis
was the most frequently used skill;

It was used 18 of the

39 times that one of the skills under study were used on
that team.

Pops himself used the skill nine times.

mentioned above,

As

Sal was the only member of the team who was
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not observed using the skill.
figures,

A typical example, using

follows;

Rick:
”Do we want to try to put a cost on this extra
manpower, to try to come up with some dollars figures,
as far as what this 25th cutoff is costing us. . .?
SIGNAL;

Looking for information to analyze.

VALIDATION CONVERSATION:
Rick;
"I was looking for
help there.
Because. . .I'm not very mathematically
inclined. . .in the past. . .I'm trying to come up with
costs on these things, and I'm saying to myself "How
much money is it going to cost you to find out what it
costs?”
Rick was not only looking for figures to determine the
cost of a factor the team was discussing,

but he was also

analyzing the cost and various means of getting the figures.

Analyzing and Diagnosing on the Benchmarkers
Instances of the skill of Analyzing and Diagnosing were
evidenced by each of the six members of the Benchmarkers,
The skill was used 14 times by the members of this team,
making it the third most frequent of all the skills that
they used.

Examples include;

Example 1)
Mike;
(Talking about going on a field trip to a plant
at which William Plum told Larry he had seen
measurements on billboards) "Do we want to try to find
some other places that when we go there we might be
able to stop along the way, see more than one company.
•

•

If

SIGNAL:
Thinking out loud,
efficiency.

analyzing travelling

VALIDATION CONVERSATION:
Mike;
"Make the most of our
time, you know.
I've been on tours, it doesn't take
that long.
And the more information we can collect the
better decisions will come out of it.”
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Example 2)
Larry:
. .
don't have a good idea of how we're
going to lay this out anyway. .
Jim:
"Yeah.
It may be a department by department
thing, just to find out what each one needs. . .
SIGNAL:
Jim suggests way to divide up task;
how the issue can break down into parts.

looking at

VALIDATION CONVERSATION:
Jim:
"Two groups would be
manufacturing and office related. . .you can get more
clear numbers. . .through manufacturing.
I think
that's why when I said that department by department
thing. . .what I was thinking here is that its gonna be
difficult. . .Its gonna have to be different in the
office than in the manufacturing plant.
That's what I
was driving at."
In these examples the team members are analyzing and
diagnosing by carefully examining an issue and by breaking
it down in to smaller parts in order to better examine each
one.
The skill of Analysis and Diagnosis is the last of the
six skills frequently found on the teams to be examined.

We

now will focus upon the three skills being studied that were
not frequently observed on the teams:
Flexible,

the Ability to be

the Ability to Tolerate Ambiguity,

and the Ability

to take Risks.

Skills not Frequently Found
The Ability to be Flexible, to Tolerate Ambiguity,

and

to take Risks were not frequently found used by team members
in the observations made for this study.
Most of the potential instances of these skills were
found on the Day Care Team at the Community Club.

On that
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team Harriet was observed using potential instances of
Flexibility 3 times, Ambiguity twice and Risk Taking once.
Penny,

the teacher who said she always had to look at the

”big picture” was observed using a potential instance of
ambiguity once and of risk taking once, while Agnes,

the

Head Teacher, was observed taking what looked like a risk in
confronting Bart Ale.
The subject matter in which the use of the skills was
embedded was, perhaps,

conducive to skill use on the Day

Care and Building and Grounds teams.
discussions,

There were four

all of which were highly emotionally charged,

in which these skills were found:

The first was about an

ongoing ambiguous issue for the Day Care, the boundary where
the clear Day Care policy that sick children must be taken
home met the reality of parents

(customers)

who were tied up

in important City Hall jobs they were unable to leave.

The

second discussion concerned the involuntary vacation day
without pay that Day Care team members,

including Harriet,

had been told about only several days before it took place,
the reasons for which had never been explained.
mystified,

Angered and

the team members were concerned about parents who

would be inconvenienced.

The third discussion was the one

in which Bart Ale was- telling the team what to do about many
things for which they already had systems set up.
Building and Grounds team,

On the

the one example of at least the

attempt to deal with Ambiguity took place in the context of
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the discussion about the Executive Director's criticism of a
team member for a shortcoming that was due to understaffing.
Examples of each of the seldom used skills are below.

Ability to be Flexible and Ability to Deal with Ambiguity
In the example below from the Day Care Team, Harriet is
displaying both her ability to be flexible and her ability
to tolerate ambiguity:
Harriet:
"What I'm saying, is when you call his
parents, unless the child is. . .life threatening. . .
as soon as you can. . .pick him up. . .You know, if its
going to mean her job we're not going to. . .its not a
life threatening, you can quiet the child down. . .but
as soon as possible. . ."
SIGNALS:
•

•

Flexibility:

"if its going to mean her job.

II

Ambiguity:
Names conflicting influences with which she
is wrestling: parent's need to stay at work and
child's/daycare's need for child to go home.
VALIDATING CONVERSATION:
Flexibility:
"You've got to
use judgement, say he's. . . just sitting in a corner.
. .call and say, "He's not acting right.". . .they
might want to make a Doctor's appointment, that day. .
. let's give the parent a chance, they're working, too.
. .the basic thing is to say we're not a sick day care.
"So we will work with them, you know. . .but we will
follow the policy when the child is running a fever,
vomiting, diarrhea three times during the day, this
child has to be taken
care of, got to help prevent the
spread in the day care here of diseases, viruses,
whatever is going through. . .
VALIDATING CONVERSATION:
Ambiguity:
". . .not only
taking care of the child, watching for your center, and
considering parents that are on a job, so that they
won't have to take a day off, because if [the child is]
the same way in the morning at the start, we won't be
able to take them into the day care.
My notes read:
"Harriet's comments showed she
understood how difficult the situation was for parents
and that she was willing to be as flexible as possible
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without endangering the children.
In addition, Harriet
named all the different, conflicting influences that
created an ambiguous situation, and stated the
underlying principle that she uses to sort out the
situations:
"working with the parents” but being
responsible for the health of 53 children.”
In the following example from the Building and Grounds
Team,

Stan grapples with the ambiguous situation in which

Duane has been blamed by Ken for something over which he
(Duane)

has no control.

Stan:
(Dealing with the situation of William noticing
how the Executive Club looks in the afternoon when the
team only has the people-power to clean that area once
in 24 hours—during the night.)
"William notices the Executive Club. . .can you hit the
Executive Club with greater frequency and not hit the
other areas as much that are not noticed as much?”
Stan has identified the ambiguous situation and is
trying to address it by making it less noticeable.

Willingness to take Risks
The risk-taking I observed in the teams was strictly
that of Willingness to Disagree with Authority.

Examples

given above of Harriet and Penny taking issue with
Authority, double as the examples that could be used for
their instances of Risk-Taking.

Here, the signal and

validating conversation segments were different from those
used for Disagreeing with Authority.
Example 1)
Harriet:
"I know, I asked. . .the personnel director,
and I still did not get a satisfactory answer.
If you
want as a team to write up a letter. . .
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SIGNAL:
Not being satisfied with lack of answers from
authority.
Encouraging further steps to press
Authority for answers.
VALIDATING CONVERSATION;
JSG:
was risky to press like that?
were suggesting to staff. . .

and did you think it
I mean, after all, you

Harriet:
»»Very risky, but I'm a fair person.
I'm an
honest person. . .1 don't feel we've had an acceptable
answer, that's why I referred her. . .its just that
myself, I just wanted an explanation. . .and I got kind
of rebuffed because I pushed it, but then when the
letter came from the team, they turned it around.

Example 2)
Harriet:
"I know, I asked them that, the personnel
director, and I still did not get a satisfactory
answer.
If you want as a team to write up a letter...
Penny:

”I will”.

SIGNAL;
Penny is willing to press issue Authority
doesn't want to be pressed on.
VALIDATING CONVERSATION:
annoyed.

Penny:

"I was really

I was happy to say I'd write the letter.
I'm not
afraid to speak up to anyone. . .It didn't make any
sense what they were doing, telling us about this
change so late, when they knew we had all taken our
vacation days and all.
I strongly believe that if
people make mistakes they have to be honest about it.”
Although there are many ways in which teams in the
workplace might take risks,

the only risk-taking observed in

my sixteen observations were those of taking issue with
authority.
With this example we end our examination of the
examples of skill instances taken from the observations and
interviews.

Having completed this analysis, we are now able

to answer the first research question,

"Are Intrapersonal

202
and Cognitive Skills used by Members of teams in the
Workplace?”

Answering the Research Question:
Are Intrapersonal and
Conceptual Skills Used by Members of SDWTs?
By the time I had completed my analysis of the observa¬
tions and the interviews and was finished with my validation
analyses,

I was certain that the answer to the first,

most basic,

and

of my research questions was a clear "Yes.”

In fact,

through the same process demonstrated in the

analyses above,

I validated the use of 248

instances of the

nine conceptual and intra-personal skills I was studying,

as

detailed in Table 5.
Now that we have painstakingly established that the
skills were indeed used by team members,

we are ready to

turn to the second research question.

The Second Research Question:
What Characterizes the Use of
the Skills?
The answer to the second research question is important
to those who want to foster skill development along the
sequence of steps in which Rose and Fischer say all skills
develop.

This "fine tuning” of our understanding of skill

development could then be used in organizations which were
encouraging the development of one particular skill in a
"micro”

fashion.

The method I used to address the second question
involved what I was calling the "Signals”.

We have seen
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many instances of my use of "Signals” when quotations from
my note cards were used in the validation of the skills
found above.

As I analyzed each potential instance of the

skills I was studying,

I

labeled as "signals" those words of

a team member which I believed to have "given me the signal"
that what they said during the group meetings was a
potential instance of the use of one of the skills for which
I was looking.
Categorizing these "signals",

I was able to answer the

second research question by making statements about the
characteristics of the instances of the various conceptual
and intra-personal skills that I had seen used.
categorizations,

Some of the

such as those describing the charac¬

teristics of Systems Thinking,
while others were simple,

proved to be quite complex,

based on the small number of

instances or the uniformity of the characteristics of the
instances.

Characteristics of Systems Thinking Skills
The skill which I have been calling "systems" actually
involves The ability to See Relations Between Parts of a
System and Between Systems.

This more detailed explanation

of the skill came into play as I attempted to categorize the
signals that had alerted me that a "Systems"
invoked by one of the team members.

skill was being

I found that the

signals were different when the team member was saying
something about the relationship of parts within a system
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and when s/he was instead talking of the relationships
between systems.

Within Systems
There were five characteristics of the skill of The
Ability to See Relations Between Parts of a System:
1.
Alluding to or naming the fact that the item
or issue being discussed is a part of a system, or that
a system needs to be developed.
2.
Alluding to or naming the fact that parts of
seemingly different systems actually are connected as
another system.
3.

Constructing a system out of parts.

4.
Naming and referring to a point of a view as
systemic or acting to take a systemic view of an issue.
5.
system.

1.

Naming boundaries between different parts of a

Alluding to or naming the fact that the item or

issue being discussed is a part of a system,

or that a

system needed to be developed.
Examples of the utilization of systems skills with this
characteristic include:
-During a discussion of day care parents signing the
children in and out on a posted list. Penny asks:
"Who
makes the lists to post?
-During a discussion in the Building and Grounds Team
of what happens when one of the night shift doesn't
show, Michael says:
If Duane doesn't come in it dumps
on Seth. . .1 don't want to see Seth go down the drain.
-Harriet is discussing "incident reports."
She says
she needs these because she has to know what has
happened if approached by parents.
She also says that
the reports help keep track of patterns in the
children, and that by tracking patterns the staff might
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figure out causes.
She gives as an example, "We've
noticed that ever since Johnny got his new gym shoes he
has been tripping frequently."
-Larry:
"You're going to have to be consistent
throughout the company.
So it may be that we'll have
to look into that and develop a system. . ."

2.

Alluding to or naming the fact that parts of

seemingly different systems actually are connected as
another system.
Examples of instances of systems skills with this
characteristic include:
- Meg has been helping out the Membership team of the
Community Club by sitting at the membership desk in the
lobby to greet prospective members.
She is late for a
Building and grounds team meeting.
Stan says:
"Every
time she spends 3 hours at the membership desk she is
not doing 3 hours of work for our team."
-Bob is talking to the Building and Grounds team about
the importance of cleaning the lint out of the dryer.
He names several reasons:
1. The dryer takes longer
when the lint screen is full.
2. There is a fire
hazard when the lint screen is full.
3. It costs more
money to run the dryers when the lint screen is full.
-The Credit Team is talking about the fact that the
records show there are more back orders than there
really are:
Pops says:
"Now,
something else, some of
the stuff that is on here, (a list of back orders). . .
it's not really back order, because. . .you see (here)
the Olson 786. . .we stock that, but the point is they
give us. . .two weeks, so even though we're pulling it
out of stock. . .they're ordering a little more than
usual, we want it shipped within two weeks.
This
report comes out and it shows as far as manufacturing
is concerned that is a back order. . .

3.

Constructing a system out of parts:

Examples of instances of systems skills with this
characteristic include:
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-Michael:
If we sit around in the (break) room while
the washing machines need wiping down and the area
looks like a piece of crap, [people are going to think
we don't respect the machines and then they won't treat
them with respect either].
-Harriet was telling the Day Care Team about many of
the things she did to arrange for the raffle.
"I'm
telling you this so you'll know for another time, and
I'm writing it all down in the file.”
-Bob, responding to Seth's request that the garbage be
taken out before he arrives for the night shift. "We'll
try to see that someone takes it out at 3:30.
There
are 7 of us (day shift) compared with three guys at
night.
We start with the day crew making sure to do a
schedule for who takes it out at 3:30.”

4.

Naming and referring to a point of view as systemic

or acting to take a systemic view of an issue.
Examples of instances of systems skills with this
characteristic include:
-Larry:
"I don't know how to find this out, but what
do we have internally in terms of reference material
(on benchmarking). . .there are management books out
there that say "world class manufacturing and
productivity management”, that say:
"Here's the way we
think you should go about that.”

5.

Naming boundaries between different parts of a

system.
-Chris:
. . .maybe that's as far as that should go.
Let that part go as far as that manager, and then the
manager decides, or the company decides. . .
. . .This area, these are what we want to see, alright?
But as far as these (measurements of) individuals, that
just stays with that manager, and doesn't go any
further than that.
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Between Systems
For the skill of seeing the relationships between
systems,

there are four characteristics,

which are:

1.

Identifying the intersect between systems.

2.

Integrating systems.

3.

Using analogies between systems,

4.
Statement of the need to create a metasystem
to contain and articulate the intersects between
systems.
Examples include:
1. Identifying the intersect between systems
-Stan:
Every time (Meg) spends 3 hours at the
membership desk she is not doing 3 hours of work for
our team.”
-Brenda:
I think in the office you're going to have a
lot of negative feeling. . .if you want to know. . .
what they're doing. . .[Naming the effect of one system
(asking questions for benchmarking) on another
(people's own systems)].
-Mike:
It'll' come out. . .we're not going to go out
and say,"we're looking for guys who are slacking off,”
but it will come out in the numbers.

2.

Integrating systems:

-Harriet, talking of the need to call parents if a
child isn't well:
”. . .Say he's not acting right. . .
let them know, they might want to make a doctor's
appointment that day. . .if they're our late parents
maybe they won't be able to get in, unless we warn them
ahead of time. . .let's give the parent's a chance,
they're working too. . .”
3.

Using analogies:

-The Day Care Team members were complaining about
coming to night team meetings.
Harriet said that they
just had to make arrangements to be there. . .She said
they had to consider where they got their benefits from
etc.
She used the analogy of the parents having to
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make arrangements for what they will do if their child
is sick, since they are not allowed to bring an ill
child to the day care.
4.
Statement of the need to create a metasystem to
contain and articulate the intersects between systems.
-Larry:
”The other thing, as far as I see it, is to
make sure that once the (measurement and benchmarking)
system is in place that it continues, that it goes on,
. . .if people have to formally prepare things and
analyze them and look at reasons for variations on a
quarterly basis, that would keep it going!"

Characteristics of the use of Skill of Integrating and
Synthesizing information
Although the skill of Integrating and Synthesizing was
demonstrated when team members were observed integrating
systems,

it was also observed with other characteristics.

In my observations, the use of this important skill was
characterized in three ways:
1.
The integration of past and present
experiences.
2.
The integration of information from various
sources.
3.

1.

The integration of systems.

The most frequently found of these was the

integration of past and present experiences, the process
from which the team members illustrated their use of past
experiences to inform the present.
In some cases the team member during the meeting
clearly articulated the use of past experience to inform the
present.

An example is as follows:
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Mike:
I think you're right that a lot of the
[measurement] information is [already] out there and
being kept, but I also think that a lot of it is not
getting back to the people its being kept on.
We were
called into a meeting here, and they said, "Do you
know, your weld cost is $1.52 a blade, and that's too
much."
. . .And we were saying, "Whoa! Wait a minute.
What are you talking about?"
In other cases, however,

I had to infer the existence

of a past experience from what the team member said,

and

then check during the interview to see if my inference from
the observation was correct.

In the transcription of a Day

Care Team meeting for instance, Jill said of the raffle
planning:

"If you get the money up front,

more responsible."

(parents)

will be

It was only when I interviewed Jill that

I found that her statement was informed by a past experience
with a friend who sold Tupperware.

This experience was

repeated often as I completed the interviews with the
participants.
2.

The second characteristic of the skill of

integrating and synthesizing was observed when participants
integrated information from various sources.

Examples of

this skill included the time that Bob integrated information
about the dryer from a safety system,
time efficiency system.

a cost system and a

This example was also considered an

example of "Alluding to or naming the fact that parts of
seemingly different systems actually are connected as
another system".
3.

The third way that integration and synthesis was

reflected in the work of team members in their meetings was

210
in the manner in which they integrated systems,
already been described.

which has

Examples of the uses of this skill

are given above under integrating systems.

Characteristics of use of the Skill of Taking the
Perspective of Others
The research found four categories of characterization
of the skill of Taking the Perspective of Others.

These

were:
1.
another.

1.

Speaking to the

(assumed)

perspective of

2.

Naming the perspective of others.

3.

Naming the feelings of another.

4.

Articulating perspective taking.

Speaking to the

(assumed)

perspective of another.

-Stan, in a meeting where the team was discussing new
tasks given it by management:
"We're so short staffed
and they don't realize it. . ."
-Bob, at the meeting where William's criticism of
Duane's work in the wet areas is being discussed:
"There's a lot of longevity here.
The wet areas are
always hard.
Even we don't pat ourselves (you, Duane)
on the back"
-Jim:
"(Brenda) mentioned, wouldn't it make someone
feel bad if they got sick and brought down the
(attendance) numbers.
That would be the same thing
with quality standard too, I mean. . .one person, its
his fault that we have to trash thousands of feet of
stock. . .he knows who he is, all his fellow workers
know who he is. . .Peer pressure."
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2.

Naming the perspective of other(s)

-Agnes:
"Then you get parents when, if it was someone
else, they wouldn't be wanting them to be here in the
day care spreading their germs. .
-Bob to Duane:
"William has a job, we have a job, we
are short handed.
There's a lot to be critical of."
-Kevin:
(re asking for cooperation in measuring for
benchmarking).
"I can see people holding back, saying,
'I'm not going to give you information that's going to
make my department look bad,' so they're gonna sugar
coat it, give you the things that will make them look
good. "
3.

Naming feelings of another

-Duane says of Bill:

"He'll be glad to know that."

- Agnes:
If you're tired and irritable, change rooms
with someone for a couple of hours. . ."
-Brenda:
If you have perfect attendance and someone
gets real sick, then you make that person feel real
bad. . .(if you are putting the attendance record up
for all to see.)
4. Articulating perspective taking.
-Pops:
"What I said, I'm looking at it from two points
of view. I've got a lot more information here, but its
only from a manufacturing point of view.
-Larry:
". . .1 think its important from both
perspectives.
From an individual perspective, its
maybe important for the individual to know how he's
stacking up. . .But then from the bigger picture point
of view, senior managers might not want to look at
individual performances. . ."
All of the instances of articulating Perspective-Taking
came from National Tool.

In his interview,

Larry said about

Perspective Taking:
I sure never learned about this in my classes at
Claston College1
I learned this from watching my
associates. . .and I don't mean my associates at
the two places I worked before I came to National
Tool, either!
When I came here I saw all the
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other people around me (in management) doing this
all the time, and saying it:
"Now I am going to
look at it from Cooper's point of view".
I think
they have intentionally made it part of the
culture here."

Identifying, Naming and Dealing with Feelings
Although one way that the participants demonstrated
the use of the skill of "Taking the Perspective of Others"
was by naming the feelings of others,

there were additional

ways in which the team members exhibited their skill of
Identifying, Naming and Dealing with feelings.

The uses of

this skill break into four categories:
1.

Naming the feelings of others,

2.

Naming/describing one's own feelings.

-Jill of Bart Ale:
-Bob:
3.

as described above.

"He's getting under my nails."

"I'm so frustrated.

.

."

Naming/describing situation with clear emotional

overtones.
-Duane:
We don't get credit for what we do,
for what we haven't done.

only

-Harriet: "Maybe if the "discrepancy", quote unquote,
was given to us the right way, not like we're school
children. . ."
4.

Tone of voice or body language revealing feelings:

-Agnes:
(loudly) If they're going to say we have to
make changes, they need to be here to help us..."
-Bob:
"I have a hard time imagining giving Karl (a
retarded volunteer) a job that 3 people on a day shift
can't do, man..."
-Mike:
(With agitation) We were called into a meeting
here, and they said, "Do you know, your weld cost is
$1.52 a blade, and that's too much."
. . .and we were
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saying, "Whoal
about?”

Wait a minuteI

What are you talking

Characteristics of the Ability to Disagree with
Authority/Majority
The instances of the illustration of this skill by team
members were found to break down into three categories as
follows:
1.
figure.

Making a negative statement about an authority

2.
Taking issue with authority, including
persistence in the face of the resistance of authority.
3.
The use of body language, facial expression or
tone of voice to disagree with authority.

1.

The first of the categories,

the making of a

negative statement about an authority figure, was often
found in conjunction with the expression of a negative
feeling.
Examples of the making of a negative statement about an
authority figure include:
-Jill:
-Duane:
•

•

•

"He's getting under my nails.

.

.”

"I don't appreciate that kind of criticism

II

-Bob:
(to Duane):
William doesn't know your job.
What he's seeing isn't dirt.”

.

.

-Duane:
"Maybe management feels they can squeeze us
now, as if we weren't supposed to be human and have and
express these feelings. . .”
All of the instances in this category were observed at the
Community Club.

At National Tool I heard no instance of a
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negative statement being made about an authority figure,

in

team meetings or in the interviews.
2.

The second attribute found to frequently

characterize the

skill of ability to disagree with

authority was "Taking issue with authority,

including

persistence in the face of the resistance of the authority.”
Instances observed include:
-Duane (To a suggestion by Stan that he pay more
attention to areas that the Executive Director is
likely to see):
"I don't want to do that.”
- Agnes (To Bart Ale's instructions to talk to him if
there were problems about the food service to the day
care):
"Actually, that's what I was appointed to do,
so if you ever need anything from the staff about the
food, I would be the designated one. . .”
-Sal:
(In response to Durham's insistence that "the
problem of the 25th” in the shipping department wasn't
really a problem):
'To me its not all spread out; its
not evenly distributed. . .”
3.

The final attribute found to characterize the skill

of disagreeing with authority is that of the use of bodylanguage,

facial expression,

or tone of voice:

-(From field note)s:
"Jill is looking at Bart. . .It
is clear to me from the look on her face and the way
she is sitting that she is ready to explode.
It's also
clear to Penny, who says:
"Jill, calm down.”

Characteristics of the Ability to Analyze and Diagnose
The use of the skill of analyzing and diagnosing by the
team members observed for this study fell into three
categories as follows:
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1.

A statement which revealed analysis.

2.
Giving/getting information to be used for
analysis.
3.

1.

The use of numbers for analysis.

A statement which revealed analysis.

Examples

include:
-Harriet (Trying to figure out why management has taken
away a vacation day):
”. . .1 need to understand. . .
the "discrepancy”. . .was it to save Shirley's hide or
what?"
-Agnes:
(To Bart who is explaining how to fill out
time cards.)
"One more question on the time card. . .
if an assistant who has taken the qualifying courses
for being a teacher covers a classroom for 1 or 2 hours
as a teacher, is she paid at teacher's rates?"
-Michael:
(To Oren who is planning to refinish the
floor in the accounting office):
"It's best to do it
on a Friday so it can dry. . ."
-Pops:
(Regarding the rotating of the minute-taking
task for the team):
"How about this:
If everyone is
here, then the last person in who hasn't done it (will
take the minutes).
Would that be fair?

All instances of the skill of using Analysis and Diagnosis
that were observed at the Community Club fell into this
category.
2.

Giving/getting information to be used for analysis.

This use of the skill of analyzing and diagnosing was
frequently used at National Tool.

Examples include:

- Rick:
Do we want to try to put a cost on this extra
manpower, to try to come up with some dollars figures,
as far as what this 25th cutoff is costing us. . .
-Rick:
You mentioned like that 600 vs. 100 ratio, how
about the cost?
. . .if there is some way we could peg
some dollar value on it, if we can handle 200 per day
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and because its the 20th to the 24th we're only getting
50 a day, how much wasted time is there. . .That could
be costing the company money.”
-Pops:
”Does some of this reflect not as many workers
on certain days of the month or. . .”
-Pops:
” Is there any way we know what percentage of
these orders that are hitting us at the 25th that are
requesting a 25th ship date?

3.

The use of figures

(numbers)

for analysis.

This skill was used at National Tool,

especially by

Durham on the Credit Team:
-Durham.
(about the sheet he was waving around at the
first, classroom, meeting of the Credit team.)
One
thing you may want to keep in mind is that on an
average day about 200 orders a day. . .it can go as
high as 250 in that cycle of time.
I got these numbers
from the shipping room, and I don't have anything to
support it.
The other numbers that you see there are
supported by facts provided on a weekly basis.

Characteristics of the Ability to be Flexible
The instances of the skill of flexibility that I saw in
the sixteen meetings I observed were few,
team member.

on one team by one

I found that the skill was more in evidence in

the interviews that I conducted.

The instances of the skill

observed in the meetings were all observed in the Day Care
Team as they discussed the difficult situation of needing to
have a sick child picked up, but having the parents unable
to leave their jobs. ' The observed instances of the skill
were all characterized by direct statements such as:
-"Let's give the parent's a chance.

.

."

-"Let's try to work it out somehow.

.

."
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-•'If it's going to mean her job.
find a way...”

.

.I'm going to try to

Characteristics of Ability to Deal with Ambiguity
In recent management literature there has been quite a
lot of emphasis on the need for the skill of dealing with
ambiguity,
horn,

anxiety and uncertainty.

1988; Weisbord,

1990;

(Vaill,

Wellins et al,

1989; Hirsch1991.)

I believe that this skill was demonstrated only a few
times by team members in the four meetings of each team that
I observed.

Each had a different characteristic.

The

examples are:
1. Characteristic:

Suggests pathway to take when

confronted with ambiguous situation.
-Stan:
(dealing with the ambiguous situation of
William noticing how the Executive Club looks in the
afternoon when the team only has the people-power to
clean that area once in 24 hours—during the night)
"William notices the Executive Club. . .can you hit the
Executive Club with greater frequency and not hit the
other areas as much that are not noticed as much?"

2. Characteristic:

Names 'ground' of ambiguous

situation.
- Harriet:
(re parents picking up sick kids):
". .
if a child is just. . .(acting funny). . .if a parent
might loose their job, we try to help. . .the basic
thing is to say we're not a sick child day care."

3. Characteristic:

naming the issues that cause the

ambiguous situation.
-Penny:
"I mean if its a thing where they can't get
out of work..."
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Characteristics of the Ability to Take Risks
As I analyzed my data,

I found that the only character¬

istics of the skill of risk-taking that I observed were
closely related to the ability to stand up to authority.
Since I observed and validated only one instance in which
the Ability to Disagree with Authority was also Risk-Taking,
it can hardly be thought to describe the characteristics of
this skill.
Persisting in the face of opposition by the person with
authority;
-Harriet (re the disappeared vacation day):
”1. . .
asked the personnel director and still did not get a
satisfactory answer.
If you as a team want to write up
a letter..."
Penny:

"I will."

The examples we have been able to examine of the three
skills that were not frequently found used by team members
were few.

As mentioned above, more of these skills seemed

to be evidenced or discussed by the team members in their
interviews than were observed in the team meetings.
However,

since only a preliminary analysis has been done of

the very many skills observed in the interviews, this fact
will stand only as an enticement for

(very necessary)

future

study.
Summary
As I analyzed and reanalyzed the characteristics of the
instances of the skills that I observed in the meetings I
attended,

I came to believe that I had found categories of
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characteristics that held up over time,

at least as seen

through my ”webs of significance.”
Through listing the categories of the characteristics I
had found,

I had answered my second research question:

”What characterizes the use of such skills?" to the extent
that the data I was working from and my own mind allowed.
was ready to tackle the third research question:

I

How do

Team Members Perceive the Development of the Skills?

The Third Research Question:
How do Team Members Perceive
the Development of their Skills?
The third of the four research questions was:

"How do

those members who utilize the skills describe the circum¬
stances of their gaining them?"

I was to attempt to gather

information regarding the development of the skills in the
individuals who exhibited them in my interviews with team
members.
The interviews proceeded in one of two ways:

In some

cases the developmental information just tumbled out of the
team members as a part of the conversation.
I asked participants directly,
think like that

In other cases

"How do you think you came to

(or have that skill)?"

In analyzing the developmental part of the interviews I
found that team members thought they gained their ability to
use the skills in one of two ways and at one of two stages
in their lives:

In Youth either through observing family

members or through other youthful experiences that they
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thought about and learned from,

or in adulthood by observing

others and through experiences which they thought about and
learned from.

Notably

(almost)

absent from mention were

both school and training.

Influences of Models in Family and other Experiences of
Childhood
Several of the team members at the Community Club saw
their skills developing from family or childhood.

In the

following excerpt Penny was one of the participants who were
very certain that their family was the source of their
skills:
JSG:
That's interesting. . .how you look at the
big picture for things.
Tell me, do you know when
you started to think that way. . .?”
Penny:
"From my father. . .he does that all the
time, my whole family.
They think like that, they
always taught me to do that. . .my uncle. . .my
grandmother.
My father has always been a level
headed clear thinker.
I can't think of a more in¬
control person that had a lasting impression on my
life.
My Dad always knew what to do in any situa¬
tion. . .”
JSG:

They taught you?

Penny:
"Well, I saw them thinking like that. . .
what will this lead to, what will that lead to?
All the time I was growing up.
I got it from them
•

•

•

II

I had also noted in Penny a pattern of being willing to
challenge authority or the majority.

My conversation with

her about the development of that pattern went as follows:
JSG:
Penny, how do you think you came to feel so
confident about confronting authorities when you dis¬
agree with them?
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Penny:
I learned it from my mother.
She does many
things in the community.
She works with abuse and rape
and battering victims.
From her I've learned to be
assertive. I learned to overcome fears.
I know I can
do anything I want to do. . .and I know that as a wom¬
an, sometimes my opinion isn't valued.
My mother told
me I have the ability and self worth to do anything. .
.she can say anything to anyone, in such a way that you
want to thank her for bringing it to your attention!
My mother is really amazing.”
In the conversations with many of the participants I
found that they reflected that they had learned their skills
from the modeling of family members.

In addition to Penny

crediting her father for her systems skills and framework
and her mother for her abilities to disagree with authority
figures, Jill and others credited their family members with
teaching or modeling for them the skills they were now using
in their teams.
Here is Jill,

discussing her developing ability to

utilize a systems perspective in the team meetings:
JSG:
Now I also want to ask you about yourself in
terms of. . .a skill that (I have seen you ) use
quite a bit:
you think a little further than just
what's being talked about that very second, and
you bring your thought into the conversation so it
broadens the conversation. . .and maybe makes it
more meaningful or helps solve the problem or
helps look at something in a more comprehensive
way, and I wondered if you were aware of using
that skill and if you see it in other places in
your life, also?
Jill:
That I would have to. . .my mother.
She
always
looks at, not the main focus, but the
outside to everything, I mean, sometimes. . .it
drives me batty. . .but she always looks. . .my
whole family actually, they don't look at the one
day, I mean even playing games.
They will play a
game and they'll look at the next ten moves,
whereas I always play move by move, not ”if I go
here, they'll go there and then I'll go there and
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they'll go here”.
i mean, I never noticed. .
be honest with you, but if I picked up on it,
would probably be from my mother."

.to
it

While Jill was talking I felt as if I were visually
able to see her old "frame” of thinking about her mother's
"looking at the outside to everything” change before my eyes
into a frame of Jill and her mother looking

(systematically)

at the world to see what related to what.
Unlike Jill and Penny, Michael and Agnes did not credit
their

family with actively teaching or modeling for them

the skills they were exhibiting, but instead found the roots
of their skills in the everyday challenges of their child¬
hood "in the

(housing)

projects in the Bronx" in Michael's

case and "in a large family” in the other.
Here is Michael explaining how he came to think systemically:
JSG:
. . .So if you could tell me something about
how you learned to think like that?
Michael:
Just growing up.
I grew up in New York,
so I had to figure out every day:
How was I gonna
keep my lunch money in my pocket?
I had to figure
out every time my mother sent me to the store, how
I was gonna get from point A to point B and back
with her groceries.
So to me, its just where I
came from, you know. . .being raised up in New
York. . .you got to think a problem solving theo¬
ry to that, like:
How you gonna get out of here.
. .you grow up and instead of getting into drugs
or anything I started working. . .”
and later:
JSG:

These are.

.

.very sophisticated skills.
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Michael:
Some I learned in my (housing) projects.
Most of what I say at the meetings reflects expe¬
rience, curiosity, opinion, you know, and basical¬
ly just to figure out what my next move's gonna
be.
And here is Agnes discussing her ability to disagree
with authority and stand up for what she believes in:
JSG:
And can you think back in your own history,
I mean were you like that in grade school?
Agnes:
When I was in school. . .yes, I can say that, .
. .its been. . .one of the things that's happened in my
life.
I mean I can remember my teacher's having con¬
ferences with my mother about my outspokenness. . .
Growing up in my household, well at one time there was
seven of us living together, my mother had 9 children,
if you have brothers and sisters I guess you have to
stick up for yourself, maybe that's where it came from.
Also, you have brothers and sisters where you need to
let them know that they, you know, that they can't get
away with anything with you.
Put it this way, that they can't tell you what to
do all the time.
You know, when you're growing up
in a house full of children, you have arguments,
you have fights, you have to speak your mind, you
have to let them know. . .”
In a very different manner,

Duane also looked back to

his childhood for the beginnings of his ability to take
issue with authority:

My notes read:

I asked Duane if he had a sense of how he had come
to have those skills.
He said that he had always been very smart, that
he had skipped grades because of it. . .which made
him unpopular, so he had to learn how to hide the
fact or camouflage it, in order to get along with
the other
kids. - Even now, he keeps many of his
ideas to himself.
Duane said he "gauges” what
level people are on and talks to them at that
level.
Duane said that his smartness gave him the ability
to identify his feelings and take issue with peo¬
ple because he knew his thinking was good. . .
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Bob,

interviewed for another part of the study about

his vision of how important the skills being studied were to
the success of the team,

said,

take the perspective of others,

of the skill of being able to
*'I'm good at that.”

He

proceeded to reveal that:
I was brought up in the Vietnam
era, we were always
analyzing everything, it was a sign of the times, we
thought deeply about everything. . .”
At National Tool I also found parents and early experi¬
ences named as critical in the development of the skills we
were discussing in the interviews.

Sal,

the young woman

from the Credit Team who had shown the skill of Willingness
to Disagree with Authority by taking issue with Durham, was
the only participant in my research who cited relevant
learning at school while she was growing up:
Sal:
They had this course called Health Seminar,
and that class meant a lot to me, I don't know
why.
I liked the teacher a lot, I was very com¬
fortable with her, and she said to write whatever
we wanted in these journals we had to write in
every day, so it was just between the two of us,
and there were a lot of personal things in that
book that I had to get off my chest, and it
helped.
That class helped me a lot. She teaches
you how to be yourself and be comfortable with
people, we learned about all different kinds of
things in that class.
If I have questions and I
want to, I ask them.”
Mike,

the only man in a T-shirt on the Benchmarkers,

had used the skills being studied more than any other member
of team,

and in particular had used Systems Thinking,

spective-Taking and Integration and Synthesis.

Per¬

When I asked
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him about the development of his skills he told me of grow¬
ing up in a family that owned a store,

and helping out in

the store from a very young age "stocking shelves and lis¬
tening."
records,

He saw his father interact with customers, keep
and plan for deliveries.

I think maybe I just learned alot of things by
osmosis in that store. . .When the company started
talking about our internal customers, I know I
thought back to those days in the store and the
nice way my father had treated our customers."
Chris,

the Credit and Returns manager, had revealed

strong Systemic Thinking skills.

Chris said:

"I used to sit down and think and think and think.
And
my father would say, "What are you doing?
Why do you
just sit there and not say anything?"
But what I was doing was just mulling everything
through, thinking, "o.k., this occurs, this is happen¬
ing, what's my part in what's happening around me, and
I would try to put everything sort of in a perspective.
And Kevin,

the marketing research manager whose

Systemic Thinking in the meetings had helped the team think
carefully about a myriad of unintended and negative conse¬
quences that could result from their work, remembered that
in his childhood he was
. . ."jumping the gun, doing or saying something before
thinking out the whole process, and making myself look
stupid, stupid.
School days, way back when.
I can't
point to a
certain experience or one particular thing.
. .1 think that an accumulation of not saying or doing
the right thing because you jumped the gun, you know. .

Yeah. . .You run on the pavement, you skin your knee,
and you never know until it happens, but when it hap¬
pens 3 or 4 times, you decide, well, I'm not gonna do
that. I'll make sure its not gonna happen.
Maybe it
goes back to that, thinking about what. . .you know, if
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I try to jump over this water am I gonna jump in?
What
are the odds?
What's the worst that could happen if I
do fall in?*'

Adult Models and Experiences
Although the majority of the participants I interviewed
credited their childhood or models in their family with
being the precipitating factor in their utilization of the
conceptual and intra-personal skills I was discussing with
them,

several of the participants said they had learned

their skills as part of their adult, work life.
When I asked Bob how he began to take the perspective
of others, he answered with great clarity:
"From experience.
I learn from experience. . .and
where I got these skills is by experience.
Proba¬
bly right here, probably the job I had before. . .
From experience."
Stan consistently credited his training in the military
for his many skills:
JSG:

How did you learn this way of thinking?

Stan:
In the military.
There you have to.
I was
in the military and learned management skills in
the military."
Duane said he learned how to deal with emotional issues
on the team from watching the Community Club's executive
director.

Harriet had said she was learning to be direct

from observing Agnes,

and that Agnes was learning that it

was not always useful to be so direct from her.
At National Tool also,

several of the team members were

very clear that they had developed their skills on the job.

227
In addition to Larry, who said that he learned to Take the
Perspective of others by absorbing the company culture which
had others modeling the behavior for him,

and Brenda whose

supervisor was her model, Mike and Durham also referred to
their work life as critical to their skills.
Brenda said that her boss had been influential, model¬
ing the behavior she has now been found to exhibit:
I've been here for 18 years under the same boss,
and my boss thinks this way.
Whenever you're
going off on an idea, he always sits back and he
says, "What's this?”
And its like you have to
come back with "If this happens then we would do
this” and that's had a big impact on the way I
think.”
Durham credited "the needs that were presented to me to
be successful at whatever I was doing in my jobs,” with
teaching him the skills we had been discussing.

Since in

his customer service jobs he has had to be in touch with
many different parts of the company, he has learned to see
the connections between systems.

In addition, he said that

being in touch with the customer,

and sometimes being the

"translator” between an unhappy customer and a defensive
company, has taught him that situations are easier to under¬
stand if he takes the perspective of others.
I became quite interested in the development of Mike's
substantial skills in Perspective Taking and in Systems
Thinking.

When I asked him to tell me about how he devel¬

oped those skills he concentrated on Perspective Taking.

He
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said he had learned a lot at National Tool in the 12 years
he had been there.
I feel like I've matured and changed since I came
to this company, even more so since Dale Carnegie.
JSG:

Dale Carnegie?

Mike:
"Last year I was asked to take Dale Carnegie
because, the statement was "quite frankly, you piss
people off."
At the class they asked "Why are you
here" and I said " Because I piss people offi"
I could
see it, I mean, after I was told.
I couldn't see it
before. . .It wasn't even my own foreman, it was anoth¬
er foreman from another department.
I worked for him
for two days, lent to him.
Two days after I was there
he recommended
that.
I was angry at first, but I
said, "I'm going to take advantage of it for myself."
The cell that I'm working in now. . .Before Dale Carne¬
gie they wouldn't let me work with them, they asked
that I not work with them. . .One of the gentlemen in
the cells is a Jehovah's Witness, and he didn't take
the swearing well, and he was one of the guys that
requested that I not work with them because of my brash
attitude.
And he has told me personally several times
that I am a new person, that "I've changed a lot" and
that's good.
I still swear, but I'm aware of it, and
I'm considerate of him.
JSG:
Mike:

So you changed your cell!
Definitely

JSG:
This cell you were (previously) telling me you're
so enthused about is a cell you got for yourself by
changing. . .
Mike:

Myself.

The part of my interview with the participants in which
the developmental conversation took place was about one—half
way through the interview,

after trust had been established

through active listening to the participants'
what were my validation questions.

responses to

In almost all cases,

was necessary to close this final part of the hour-long

it
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interviews before the reflections about "How I have come to
think as I think” had reached their natural end.

I believe

that the participants regretted the interruption of their
musing as much as I did.

When I encouraged them to continue

to think about ”it” on their own,

several of them said they

hoped to continue the conversation with a friend or their
spouse.
The parts of my interviews where I sought the develop¬
mental

information from the team members proved to be ex¬

tremely rich and exciting for the participants and for me.
I found that team members,
Marsick

(1992)

given an opportunity to have what

calls a "reflective conversation"

"way of thinking",

about their

often seemed to go through a developmen¬

tal paradigm shift there,

before my eyes.

The developmental

power of the interviews was perhaps summarized by the com¬
ment of Jim,

from the Benchmarkers,

at the conclusion of his

interview:
JSG:
Thanks alot Jim.
with you.
Jim:
me!

"Yeah, well,
Amazing!"

When I

Its been interesting to talk

its been interesting to talk about

left the interviews and when I

section as I am writing it,
here forever".

leave this

I felt that I wish I could "stay

It is definitely this part of the

interviewing and analysis in which I have become most
interested.
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Both the responses I received and the responses I did
not receive to my questions about the development of
cognitive and intrapersonal skills were unexpected.

The

responses I received primarily said "I learned to do it by
watching someone else doing it” or "I learned to do it from
thinking about my experiences.”

The responses did not say

”I learned it at school” or ”I learned it in training”.

For

what they did not say as much as what they did say, the
responses to my questions about how team members developed
the skills should be interesting to others studying both
Self“Directed Work Teams and Adult Cognitive Development.

Research Question Four;
Do Team Leaders See These
Skills as Important?
To answer the final research question,
Harriet and Bob,

team leaders

as well as Douglas Dawn, who was responsi¬

ble in the Community Club for the success of the teams, were
interviewed regarding their sense of the importance of the
skills I was studying.

At National Tool,

because the two

team facilitators were only beginning as team leaders,

I

interviewed Lansing Ramsey and William Plum.
At the beginning of these interviews I gave the partic¬
ipants the list of the nine skills being addressed in the
study,

(See Figure 3),

and commented that these are not

skills that trainers generally teach during team member
training.

It was the first time any of the participants in

the study had seen the skills named,

as I had previously
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described the skills simply as "conceptual and intra-person¬
al skills".
"As you look at the list of skills," I suggested to the
leaders,

"tell me what you think of the importance of the

various skills to the success of the team in accomplishing
it's goals."

A summary of the responses to this question is

to be found in Table 6.
In writing of the responses I have separated the two
sites.

Although the actual responses to the list of skills

was in most cases very similar in that they were thought to
be important,

the responses differed emphatically in a sig¬

nificant way;

The responses from the men at National Tool

were couched without exception within the system of Total
Quality and Continuous Improvement that the company has
adopted,

exemplifying their own strong abilities to think

systemically by applying a framework to their responses.
contrast,

In

the leaders at the Community Club took varyingly

systemic approaches to their responses, with Douglas dis¬
playing his ability to relate the different skills to one
another.

Bob frequently relating the skills to his observa¬

tions of his own team,

and Harriet frequently making summary

statements based on her own experience.
The responses of. the leaders to each skill are discuss¬
ed below.

In addition to noting their response to my

question about the importance of the skill to the success of
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their team,

I have also included their rich additional mus-

ings regarding each of the skills.

Systems Thinking Considered Important
At the Community Club, both Douglas and Bob identified
systems skills as extremely important to team success.
Douglas said,

"I would rank this as most important,” while

Bob stated,

"This is really important.

critical."

Interestingly, Harriet,

whose person)
tems thinking,
view.

.

.1 think it is

in whose team

(and in

I thought I had observed a great deal of sys¬
avoided discussing this skill in the inter¬

When I tried to bring her to discussion of systems

thinking by giving her examples of its use on her team,

she

talked about the particulars of the examples rather than
about systemic thinking.

Harriet appeared to have some dif¬

ficulty applying a systems framework to thinking about the
systems thinking ability of her team.
Douglas, however had quite a few thoughts about systems
thinking in addition to his initial comment that he consid¬
ered systems thinking to be "most important".
"With some of the new teams there are a lot of symptoms
of the problems, but no one has ever taken a systemic
view of the problems, they don't understand what the
larger picture is. . .1 think that's the role of the
facilitator, initially, to come in and try
to raise
people's perspectives so they can think along a
systemic level. . .to help take a very conceptual sys¬
temic concept of modern reality."
"It's very difficult to raise things to a systemic
level if the different components of the team are not
having effective two way communication, if they are not
able to understand the different sides. . .
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Bob added to his statement that he saw the skill as
critical that:”I think this is critical to our team and I
see it getting better and better all the time.”
At National Tool, both William and Lansing answered my
questions about systems thinking by referring to the larger
context within which the teams and employees at National
Tool function:
Improvement.

the system of Total Quality and Continuous
Clearly, the two men have internalized the

training experiences in which they have learned and taught
of National Tool's new culture of Quality.
So that the reader may experience the flavor of the
systemic way that Lansing and William responded to my inter¬
view,

I've included a long segment of my interview with

Lansing about systems thinking:
Lansing:
"In the quality education system classes
we emphasize this.
"What is National Tool all
about, what is the process, and what is your part
in it?"
Before this, many didn't understand their
role. . .Now they understand the system.
So the
systems approach I think the majority of people
here understand.
JSG:
".
teams?"

.

.and do you see it reflected in the

Lansing:
"Oh, definitely.
We see it when the
teams first start looking at the scope of their
project, start asking questions about who are
their suppliers, who are the customers, how does
it affect them,
what is involved in the process.
. .so they do understand the systems approach.
JSG:
"And is that something you consider
important?
Lansing:
"Very important.
You can't get anywhere
until you find out what the baseline is, what are
you doing and how is it affecting other people. .
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.have to understand that first.
Another thing is
they have to realize that they are only part of
the product, there are other parts, and we have to
work to gather to get the final product to our
customers.
So they realize that.
JSG:

”See the customers as part of the system.

Lansing:
”Yes.
The suppliers, the customers,
ourselves and all the extraneous factors that are
out there that we have no control over but that
you have to be aware that they do affect your
environment.
Once people understand that, you are
really able to look at the big picture, and they
can really see what it will take to effectively
improve.
JSG:
”So when they look at the problems that are
defined to be brought to the teams, they are
primed to see those problems from a systems per¬
spective?
Lansing:
"I think that's quite noticeable on the
credit review team.
Many departments that are
affected by one policy.
William Plum also responded to the item "Systems Think¬
ing" on my list of the skills by referring to the Quality
Education program and the Continuous Improvement System at
National Tool:
The name of our change form, 'The Systems Process
Change Form' says it all.
When they recommend a change
they have to answer the question:
"How will this
change effect the internal supplier, the internal cus¬
tomer?
Will it effect any other department and how?
Will it effect the external supplier or customer?
They
learn all this in our Quality Education training.
We say 'we want everybody in the company to continu¬
ously improve our products, our process and ourselves.'
To do that, we have to think of the whole system.
The distinction in the way the leaders from the two
sites responded to the importance of System Thinking on
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their teams continued in their discussion of Integration and
Synthesis.

Integration and Synthesis Considered Important
Bob, who had stated his intention of going down the
list of skills,

jumped right over this skill to discuss the

skill he displayed so often. Taking the Perspective of
Others.
me.

Douglas and Harriet each discussed this skill with

Douglas noted that Integration and Synthesis would in¬

volve incorporating what we have learned in the past,

and

therefore would rank very high in importance to him.

Refer¬

ring frequently to my statement that the skills I was study¬
ing are not the ones trainers usually teach to group mem¬
bers,

Douglas reflected that he thought that the skill of

integration and synthesis would be taught through teaching
problem-solving skills.

He further noted that he would not

choose to directly teach this skill but that instead he
would model it when training team members in problem solving
methods.
Harriet said:
When you get your team together. . .presto, new con¬
cepts, ideas, put them together and see what comes out
of it. . .”
At National Tool,

excerpts from the interviews with

Cleveland and William are again revealing of their own
ability to think systemically;
JSG:
”What about Integration and Synthesis of
concepts?
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Lansing:
. .its very common to hear them say 'When
I was there we did it this way.'
That's what we want
from people.
To tap into their prior experience, prior
knowledge, and convert that to the situation at hand.
I have a habit of doing that myself.
I work with dif¬
ferent teams and see different things come up, and its
posted as suggestion, its not advice, but 'I've seen
this happen with another type of team and these are
some of the things they've tried to do.'
As a company we're involved in a quality users group,
and the idea of that group is basically. . .(to use the
experience of all the companies) to help (us all). . .
In the old days people might not share good ideas
because they were afraid that would work toward getting
their job eliminated.
Now the idea is to work toward
eliminating your job, in the avenue of improvement.
Just like me, every day William and I come in, our job
is to eliminate our job, so its all about "value-added
thinking."
JSG:
So it sounds like what you're saying about. . .
Integration and Synthesis is that you think its. . .
Lansing:
Oh, its important.
And the integration part
. . .one thing that we try to do is to look at the
tools and concepts of working on a team (and) to take
those concepts back to your working environment. . .
You don't have to be on a team to work on a team. . .
Each department becomes a team, each operation. . .
That's one reason that we like to summarize a project
and send (team members) off on a positive note.
Say:
although you aren't officially working on a project any
more, take those (team) techniques back to your working
environment and use them in whatever you are working
on.
JSG: ". . .that's a big integration of those skills
into your daily life.
Lansing:
Definitely. . .we used to have a suggestion
program. . .We did away with it.
Now our idea is if
you have any ideas or suggestions it is part of your
job to bring (them) forward. . .the bottom line is a
bigger profit-sharing check for everyone.
Our idea is
to integrate everything into your every day job."
William, who sometimes seemed to be repeating "lines"
he had performed many times before said:
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The new manager has gone from pushing and directing to
pulling and expecting and idea collecting.
A lot of
those ideas he's (sic) collecting are based on people's
integration of ideas and experiences.
The entire ISO 9000 project was one massive job of
integrating processes and concepts.
It was really
amazing. We might not have been so successful at that
if we didn't have TQM.
On the other hand, the ISO
process really helped us with TQM.
It introduced the
idea of measurement to everyone, paved the way for
pursuing it as a team project.

Importance of Taking the Perspective of Others
Each of the leaders from the Community Club responded
that they thought the skill of Taking the Perspective of
Others was a very important skill.
Douglas said:
I would rank this high in importance. . .hat's crit¬
ical, that's something I believe I have taught. . .If
you don't understand where somebody else is coming
from, the best you'll come up with is some sort of
compromise. . .in order. . .to really achieve the win,
you have to know exactly where somebody is coming from
. . .In a team environment its critical to understand
that different people are going to view things in dif¬
ferent ways. . .”
Bob, who had exhibited a great deal of skill at taking
the perspective of others during the meetings I observed and
in the long interview I had with him about his own state¬
ments at the meetings,

said of the skill of Taking the

Perspective of others:
I'm good at that!! . . .1 think it's truly impor¬
tant. I think that's important in any kind of
management, I mean, first of all, we're all so
different. . .1 mean, Michael and I, we come from
two different worlds, here's this Black guy from
inner city, NYC Bronx, and here I am brought up in
Cranford, population 300, all white, never went to
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school with any Blacks or any Hispanics. . .Michael
just the opposite to that, but yet, him and I can see
eye to eye.
Harriet's response reflected her previously stated in¬
terest in developing the members of her team:
Do I think it is important?
Yes.
It shows me that
there is leadership (capacity in the individual exhib¬
iting the skill.)
At National Tool, not surprisingly, William and Lansing
responded to the listing of the skill of Perspective-Taking
by setting it within the context of the Continuous Improve¬
ment.
Lansing:
We used to do business with each person
having an individual role, and secrets used to be kept
for job security.
Now, people are the valued thing,
not the machine.
Once we emphasize that, people begin
to see that there is another perspective. We don't want
them to buy into that, we want them to believe it.
Another thing we're doing:
Focus on internal customersupplier relationship. . .So we're having the internal
customer going to visit the internal supplier, and say
"What's going on in that department. . .”
JSG:
So you have some formal exercises that actually
give people the perspective of others. . .
Lansing:
Cross training that lets you see what goes on
in another area, and how that impacts on what you're
doing.
So we try to reinforce that every day, and we
do that as a company by setting up field trips to end
users and distributors so that people here know that
its important that you do it right the first time,
because if you don't, this guy out here won't be able
to do what he does in a way that makes a profit.
JSG:

And you do. see it on teams?

Lansing:
Yes.
With some teams we like to put in a
person who knows nothing about the process, and that
person really is looking at it from a different per¬
spective.
The whole idea is to make it a learning
experience for everyone.
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Importance of Ability to Identify,
Feelings

Name and Deal with

Although all three of the team leaders at the Community
Club thought that this skill was important,
also expressed caution,

each of them

acknowledging the power of the use

of feelings in the team environment.
Douglas pointed out that the ability to deal with feel¬
ings is both a verbal and non-verbal skill.

He said he

thought the skill was important because "It makes it easier
to understand where other people are coming from."
theless,

Douglas said he would not teach this skill,

Never¬
but

might instead name it when it was exhibited or model it if
an appropriate occasion arose.
c

Bob named the power that feelings have in a group:
I think this is awfully important. . .1 think feelings
have a great deal of power. . .1 think that alot of
times, why this (team) goes so well, is that I show my
emotion, they see my emotion, they know that I'm not
afraid to show it.
. . .To bring out (feelings) is healthy, its gotta be
healthy, to open up. . .if you seal up all that feeling
and walk around with all that bad feeling inside of
you. . .all its doing is eating up your inside.
If you
share the feeling and other people respond to the feel¬
ing, all of a sudden, you feel more comfortable. Duane
certainly felt more comfortable that. . .that we real¬
ized his frustration. . .1 think that by expressing
himself and then with us dealing with his feelings, I
think everyone benefits from that. . .although its not
easy, I don't think any of this is easy, but I think
its making us a very tight group of people.
Harriet was wary about the power that the expression of
feelings can have on a group:
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Sometimes you have to be careful.
You can't make good
decisions if feelings are too strong. . .Sometimes you
have to go 'sideways'. . .'around the block'.
Harriet said that as team leader she thinks.
It is important to be able to recognize their feelings.
'Are you feeling angry?'
If they are then you (may)
have to go at it a different way. . .
I had seen little expression of team members own feel¬
ings at National Tool,

although there had been discussion of

the feelings of others, particularly when the Benchmarkers
were realizing that people might feel threatened by efforts
to measure output.
My conversation with Lansing went this way:
JSG:
I'd be particularly interested if you see (feel¬
ings expressed) on teams.
I haven't seen this here and
maybe the reason is because the teams are short term
and have just started. . .
Lansing:
For us feelings is everyday.
A lot of empha¬
sis on respecting other people. . .that is their feel¬
ings, their perspective. . .The most important thing is
a comfortable working environment so each person can
express their opinion comfortably.
We stress it in the
slide presentation.
So, feelings is very important.
JSG:
I hear you say that, and I heard you in the slide
presentation, but do you see it in the teams?
Lansing:
Yeah. Especially in Sal.
She used to be shy
and kept to herself.
She would look around the team
and see more senior people. . .I've seen her grow, and
now when she has something to say she says it.
She
feels safe in the environment, and expresses an opin¬
ion.
You have the right and responsibility to express
your opinion.
As we say 'Your titles are left at the
door.
Once you're in that room, everybody's equal. .
.' but you first of all should be looking at the feel¬
ings of other people.
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Importance of Willingness to Disagree with
Authority/Majority
In their discussion of this skill, the differences in
philosophy between the leaders at the two organizations were
particularly pronounced.

At the Community Club, the wari¬

ness with which the team leaders approached the skill of
Identifying, Naming and Dealing with Feelings was minor
compared to their concern regarding the use of the skill of
Disagreeing with Authority!
aging this,” said Douglas.

"I would be cautious in encour¬
Both Douglas and Bob discussed

the skill of Disagreeing with Authority in the wider organi¬
zation as different than that of disagreement among team
members.

At National Tool, Disagreeing with Authority on

the team was the only kind of Disagreeing with Authority
that was discussed.

Both William and Lansing stressed that

there existed a clear ethic that 1)
equal at the meeting table and 2)

team members were all

members were responsible

for disagreeing with others on the team if they believed the
group was headed down the wrong path.
At the Community Club Douglas suggested the need for a
sequencing of skills when he pointed out that;
(Taking Issue with Authority) is important, but you
really have to have a mastery of taking the perspective
of others. . .if you don't have identification and use
of feelings before you get into disagreeing with au¬
thority. . .if the other two aren't really in place,
its gonna come across as belligerence. . .(and you're
going to get into) very traditional adversarial roles."
If you're dealing with a bunch of peers, you have to
frame it constructively so they can hear you.
Its
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important to take it away from personal attack and get
it focused on an issue. . .
Bob thought that team members need to be very careful
with the use of the skill of Disagreeing with Authority in
the wider organization.

He thought maybe team members

should talk to him and let him handle it for them.

He spoke

about how he believes that his own willingness to take on
authority in the Club has been important to the team,

be¬

cause he stands up for the team with the administrators and
he lets team members see how he takes risks on their behalf.
Thinking about the use of the skill within the team,
Bob reflected that:
I feel that one of the big problems with the team is
that. . .these people have not had the nerve to call
maintenance on maintenance issues. . .that bothers me .
. .they're threatened by the age of myself and Stan and
Bill, threatened maybe not by our authority but by our
age. . .1 think sometimes. . .younger people. . .1
don't know, I'm not sure why that hasn't jelled yet. .

Bob's saying this presented me with one of the few
occasions during the research where I "jumped out” of the
role of researcher and into the role of "developmental re¬
sponder”,
JSG:

as follows:
Three older white men.

.

.

Bob:
Yeah. . .three older white men, that's another
reason I wanted Michael (African-American) in (his new
role of coordinator), because that broke that mold a
little bit. . .1 wanted that mold broke. . .Michael was
the qualified person, but I was glad he was. . .1 was
glad to see that change, boy, the damn organization is
disgusting (ly all white). . .
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Bob:
I think. . .what needs to happen with this team
yet is that they need to feel more comfortable calling
(the maintenance people).
They don't do that yet. . .they don't speak up, that's
not right, I think its very vital that they get to the
point that if I say something to them, that (they) can
. . .say ”Bob, I don't think that's right. .
JSG;
Of course. . .that's a piece of socialization
that a lot of African-American people grow up with,
that you just don't take issue, especially if an older
white person is criticizing you. . .
Bob:

I think it's very vital that they begin.

.

.

Harriet didn't dwell on the skill of Taking Issue with
Authority to the extent that the two men did,
add an interesting issue to the discussion,
Douglas had,

but she did

suggesting,

as

that some conditions are prerequisites to the

constructive use of some of the skills I was studying:
I think it's important (that members are able to
'speak up'), but. . .don't forget:
Team members
need self-esteem in order to disagree with author¬
ity or the majority or even another member in a
team meeting. . ."
At National Tool,

once again,

a statement from my in¬

terview with Lansing summarizes both his attitude toward the
skill and the use of the skill of Taking Issue with Authori¬
ty in the Continuous Improvement environment:
We say:
'Stay way from the head bobbing game.'
If you really don't agree, its your responsibility
to raise your hand and say something. You're not
trying to create a problem, but you think the idea
needs more discussion.
When we first started
this, that was a big problem.
Even though the
titles were left at the door, you still knew who
was who, and people would have a tendency to just
agree.
But what you do is, once people disagree
and its a valid disagreement, try to make an exam¬
ple of it. . .those are the kind of things that
will give you the opportunity to grow and expand.
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Typically the people that are being disagreed
against learn something, because its usually some¬
thing that they overlooked or thought wasn't im¬
portant.
They felt, 'We are in agreement with
this, it's something we all want to do except for
one person, and that person doesn't count.'
That's the old way of doing business.
It might be
that one person saves the whole project.
The thing with disagreeing is first of all you
say, ”We need to discuss this a little more.”
But
if you can see a situation coming where it seems
as if 90% of the people are headed down the wrong
track, first of all we've got to be firm in the
fact that "I'm disagreeing because I don't think
its the right thing to do. . ."
JSG: That's scary for some people.

.

.

Lansing:
Its scary for probably everybody, but
the thing is, that's when you go back to collect
that data, do your homework, so that when you
disagree, its not just your opinion.
That's why
we're constantly saying, 'Get the facts, get the
figures, so its not just an opinion, its a factual
discussion that something isn't right.'
JSG:
So someone may bring up once, 'I'm not sure
about this' and if that's kind of blown away they
might come back the next time and say 'I've been
collecting data.'
Lansing:
I'm not sure of this because of this data. .
.1 think we ought to discuss it a little more because
I've found this.'
So, put yourself in a good position
to disagree with authority.
Do your homework, get your
facts, and put them in presentable form, make sure you
understand them and go for it.
JSG:

Do you teach people how to do that?

Lansing:
Yes.
I do a little bit of that every day
myself. . .Another thing we do to reinforce that is to
have our workplace education going.
Letting people
know that this is where National Tool is.
Workplace
ed. helps people to learn to read and write better so
they can present their ideas.
Giving them an opportu¬
nity, because in 5 years it will be required.
In
workplace ed. we used the actual materials from the
team training. . ."
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Importance of Ability to Analyze and Diagnose
Interestingly, the skill of Analysis and Diagnosis
elicited little interest from the team leaders at the Commu¬
nity Club.

The lack of interest may be due to the fact that

analysis and diagnosis is a basic skill,

and is thought of

as so much a part of other skills that it didn't resonate
with these practitioners as a skill in its own right.

On

the other hand, the lack of interest may also be due to the
fact I later ascertained that Douglas had not yet taught the
team members the analysis skills generally included as part
of TQM training.
At National Tool, the leaders articulated that Analysis
and Diagnosis are critical skills for team members,

and that

methods of analysis are taught to employees in the Quality
Education Program.

William told me that the blue "Quality

Improvement Process" book given to each team member contains
forms for analyzing techniques such as cause and effect
diagrams, pictographs, parieto diagrams and others of the
techniques taught in Total Quality to aid in analysis and
diagnosis.

In the team meetings I attended, however,

there

were no references to any of those methods or others.^

^The only method "I saw employed was the "Why" method:
some Continuous Improvement literature encourages the asking
of "Why" five times.
However, Pops, who asked "why" contin¬
uously on the Credit team did not credit his TQM training
when I asked him about his use of "why" in our interview.
Pops said that he had adopted a philosophy about asking
questions when he was teaching school, and that he had asked
them, persistently, in all contexts, for 25 years.
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Importance of Flexibility
All five of the leaders interviewed consider Flexibili¬
ty an important skill.
Douglas Dawn considers Flexibility a "critical skill",
and says he would choose to teach it to team members,

along

with systemic thinking skills and the skill of taking the
perspective of others.
Bob says of this skill:

"This is important, we need to

work on it," while Harriet commented:
Its important to be open to new concepts. . .If you
flow together as a team and help each other out, your
balance is going to be greater and (the team will be
stronger).
At National Tool,

Lansing told me how they have encour¬

aged flexibility in their employees.

While he was talking I

found myself marvelling at the wisdom Charles Anderson had
displayed when he took William from Sales to head up the
Quality Improvement effort.
Flexibility is a definite skill, it goes along with the
cross training.
We want people to realize that once
you step in the door you do whatever it takes, so
flexibility is part of the everyday job, reflects being
able to change and meet whatever needs there are.
We have had long term employees come in here, that come
in here to do their job and nothing else.
We've clear¬
ly overcome that. . .
JSG:

How.

.

.?

Lansing:
We made it mandatory that you
these classes, just to see what's going
even though it was mandatory, it wasn't
approach:
Here's some of the things we

do take
on, and
a forceful
are trying
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to do, here are the reasons, if we don't do it our
competitors will—a common line was:
'They're
going to EAT OUR LUNCHM'. . .We're going to have
to be flexible and respond quickly to a changing
environment, and we're going to give you the tools
you need to do it, and we're going to support all
of that, all the way through.
. . .that's why I like to respond quickly when people
need me. People have questions and I want to reinforce
that every day.
The idea is to walk the talk.
We gave all of our QIT team members National Tool
sneakers and called them "walk the talk sneakers.
Even
though they're outgoing on QIT, it doesn't mean they're
done, they still need to walk it. . .
JSG;

Great symbol.

.

.

Lansing:
Once people saw them, it was 'Where'd you get
those?'
So it was an instant conversation thing, and
gave them the opportunity to let people know what this
is all about. . .
William,

the expert salesman who obviously had passed a

lot of his knowledge on to Lansing,
the key to our success.

said:

"Flexibility is

If we're not flexible, we're not

going to make it."

Importance of Dealing with Ambiguity
I had several surprises coming to me when I got to
discussing this skill with the leaders.

Although I had an

interesting discussion with Douglas on the subject of ambi¬
guity,

the other leaders at the Community Club didn't want

to discuss the topic.

Period.

I was never able to under¬

stand what made them so resistant,

and actually found myself

wondering if the word "ambiguity" might be unfamiliar to
them.

But it was at National Tool that I had the biggest

surprise and most thought-provoking response:

Both Lansing
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and William completely rejected the notion that being able
to tolerate ambiguity is a positive skill.
Douglas said that he thought that the skill of being
able to deal with ambiguity is an important one,
would model for his team members.

one that he

Douglas commented that he

believes that there is a lot of illness that can be traced
to the inability of employees to deal with ambiguity and be
flexible.
Douglas also said he thought that ".

.

and Grounds team works well with ambiguity.

.the Building
.

.”

Although I probed and probed Bob and Harriet for a com¬
ment on the skill of dealing with ambiguity,

and gave exam¬

ples of seeing this skill employed by people at the Communi¬
ty Club,

I received no response as to how important they

thought this skill is to the success of the team.

Harriet

did say this about the skill:
Its very hard:
ambiguity, flexible, live with uncer¬
tainty.
Its very hard, like the snow policy, its still
not clarified enough.
For me, when I go down (to the
Community Club) I still don't know clearly enough
what's going on.
You live with that uncertainty be¬
cause you have to. . .you know what I mean?”
At National Tool there was total unanimity about the
subject of ambiguity:

The less ambiguity the better!

later learned that the I.S.O.

I

9000 manufacturing certifica¬

tion National Tool had won underscores the need for clarity
about the one way each manufacturing process is performed.
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Here's Lansing on the subject:
Actually, ambiguity is a no-no.
We're trying to be
very clear.
If you have something, it's your responsi¬
bility to find out what's going on, ask questions, be
sure you fully understand what's going on.
And usual¬
ly, if there's questions, then there's opportunity to
improve.
And William:
If you choose not to live with ambiguity, it leads to
improvement.
Our idea is to make everything crystal
clear and understood by everyone in the organization.
JSG:
Are there any things that can't be crystal
clear?
Like when things start shifting on the outside?
Clearly you're in a very threatening dynamic world out
there. . .Your market is volatile and you may not know
where you are.
William:
. . .Right now there's a lot of uncertainty
but they're asking questions. . .and the answer is
periodic updates.
We just had an all company meeting,
night and day shift.
Charles talked about what was
going on about strategic redirection, that they will
keep everyone posted.
They let people know right off
the bat that no one's going to lose their jobs.
. . .In the past our products have sold themselves, we
are the Maytag of the tool business.
Customers were
willing to pay the price because of the quality and the
service. . .Now, products out there that are lower
price than ours are getting better and better in quali¬
ty.
We want everybody in the company to continuously
improve our products, our process and ourselves.
We're
going from having 10 people make all the decisions to
being a 700 headed brain.
We tell them: we need you to
be part of the improvement so you can be a part of
National Tool in 20 years.
It seemed pretty clear to me after these discussions
with Lansing and William that they indeed did think the
Ability to Deal with Ambiguity was very important:

At Na¬

tional Tool they dealt with ambiguity by capturing it and
destroying it with clarification and facts.

The "party

line" was very clear—there was no discussing with William
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or Lansing the possibility that there might be some issues
that are not amenable to clarification.

Importance of Willingness to Take Risks
Not surprisingly,
ingness to take Risks,
in concert.

on the subject of the skill of Will¬
the National Tool leaders again spoke

Lansing said:

Our quality improvement process is directed from the
top, it came from the top, our President is the one who
discovered this particular process and thought it was
the right thing to do. If we didn't have that particu¬
lar environment where we felt we could state our opin¬
ions, say what we had to say, voice our disagreements
and not worry about loosing our job down the road, then
we couldn't take the risks that it takes to have con¬
tinuous improvement.
I think risk taking is. . .most
important of all. . .
JSG:
. . .when you look at the teams you supervise,
you see people taking risks?

do

Lansing:
Yes.
Especially on the teams where there are
shirts and ties and T-shirts (I had shared with Lansing
my classification scheme).
There's risk-taking because
a lot of time operators have good ideas that the su¬
pervisors don't think are such good ideas. . .or they
didn't want to change things, or they didn't think that
this particular person in a T-shirt was that smart
anyway.
So there is a risk when that particular person
lays it out on the table, especially if they've pre¬
sented this to their supervisor before. . .
JSG:

And they've been blown off.

.

.

Lansing:
Yeah.
But you present it to a team meeting
and there are some actual results from it. . .The idea
is, do your homework, get your facts and data, the idea
is to minimize the risk, and actually there is no risk
if you've presented it the right way.
William echoed Lansing's words:
We're creating an environment here where people feel
comfortable, in which they will take issue with author¬
ity, take risks.
Their first concern is going to be
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their jobs and their income and supporting their fami¬
lies.
If they're in an environment in which risk-tak¬
ing is encouraged, they're going to feel comfortable
with it.
If a radical new approach is the right way to
go, you take the risk for gain.
Take the risk, do your
homework, analyze everything before you present your
ideas, make your presentation.
At the Community Club Douglas and Bob commented on
Risk-Taking,
it,

while Harriet veered the conversation away from

even though I had seen her and her team members exhibit

several kinds of risk taking skills during my observations.
Douglas:
That's what makes it fun.
Risk taking is
what the home runs come up from. . .Willingness to take
risks. . .1 think that's just part of the problem¬
solving continuous improvement process.
Bob:
Its important. . .ability to take risks. . .the
whole team, again the proof is in the pudding.
(We)
offered them a job, a pay raise, only Michael is will¬
ing to take risks. . .
JSG:
But. . .the power washer, didn't [the team] buy
that kind of over [your Executive Director's] head?
[This was something I had overheard while waiting for a
meeting to begin.]
Bob:
Yeah, the team as a team—we do take risks.
That
was one. . .another is this thing we're going to do
now.
I'm going to get a rug extractor for Bill. . .
$1700 for a piece of equipment, but I'm gonna get it,
I'm going to show them numbers. . .this piece of equip¬
ment will buy itself in 1 years time, Douglas loves
data. . .it's important (laughs).

Summary:

Interviews with Leaders

The interviews I held with the five leaders at the
Community Club and National Tool about their perception of
the importance of the skills I was studying were relatively
short,

as I was looking for their impressions rather than
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asking them to spend a lot of time analyzing their respons¬
es.

The responses were,

however,

both revealing and inter¬

esting.
The leaders found most of the skills to be important,
with some exceptions.

The leaders at National Tool objected

to the notion that Ability to tolerate Ambiguity is an im¬
portant skill.

They would argue that the ability to have no

patience with ambiguity,
clarity,

to sweep it away in a rush for

is the skill that is important in their organiza¬

tion.
At the Community Club,
ing with Authority.

the concern was about Disagree¬

Even though I had observed both the Day

Care Team and the Building and Grounds team being quite
comfortable taking issue with authority,

some concern was

expressed by the leaders about Disagreeing with Authority,
especially when the authority was outside the confines of
the team.
In my interviews with the leaders at the Community
Club,

the three skills receiving the most attention were the

Ability to Think Systemically,
Perspective of Others,

the Ability to take the

and the Ability to Recognize,

Name

and Deal with Feelings.
At National Tool,
Ambiguity,

with the exception of Dealing with

all the skills were considered equally important

and linked together in the system of Continuous Quality
Improvement.
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Interestingly enough,

although I had carefully asked

the leaders to comment on their view of the importance of
the nine skills to the success of the team,

their answers

most frequently focussed on the significance of the skill in
the organization as a whole.

The question of whether the

skills I was studying are considered important to team
success remained unanswered,

for all intents and purposes.

Summary:

Findings

By the time I had completed the four observations of
each of the four teams,

transcribed my observations and

analyzed them for potential instances of the nine skills I
was studying,
and conducted,

selected those team members I would interview,
transcribed and analyzed interviews with

eighteen team members and five leaders,

I had found answers

to the four questions I had designed the research to ex¬
plore.
In response to the first question I could say "Yes:
The intrapersonal and cognitive skills being studied do
indeed exist in these four teams in the workplace."
I could add,

in answer to the second question:

characteristics of those skills are varied,

"The

but somewhat

specifiable from the instances collected in this research."
To the third question,

I am able to answer:

Team members are able, and are actually interested, to
forage back in their lives for experiences or thoughts
that are critical to their development of the "ways of
thinking" that constitute the skills under study.
Team
members credit family models and childhood experiences
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that they reflected upon as well as adult models and
experiences reflected upon with helping them to develop
their skills.
The modeling of others, those in
childhood and those in adulthood, was prominent
throughout as a development agent.
On the other hand,
the expected influences of both school and formal
training programs were not prominent.
Finally,

in answer to the forth research question,

team

leaders and others responsible for the teams think most of
the skills being studied are important,

with some cautions

regarding the skills of Dealing with Feelings and
Disagreeing with Authority.

Regarding the skill of Dealing

with Ambiguity,

the leaders at National Tool believed it

very important,

but interpreted it to absolutely exclude the

tolerating of ambiguity,
exorcise ambiguity.

and to mean instead the ability to

Analysis of the responses of the

leaders to my questions about the importance of the nine
skills shows that they responded primarily to the importance
of the use of the skill in the organization rather than to
team success.
I had found the answers to the research questions.
And,

I had found more.
As I analyzed the data to build my answers to the four

research questions,

I began to realize that I had elicited

answers to some questions I had not asked,
even considered asking.

Yet,

that I had not

the research had yielded im¬

portant information about the way team members learned,
about the ability of some team members with and without
higher education to think metasystemically,

and about the
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way they evidenced frameworks in their use of the skills.
In addition,

I had learned of roles the team itself played

in the development of its members, that the framework of the
nine skills I was studying was a useful framework for ana¬
lyzing team effectiveness,

and that my interview with team

members had in itself been a developmental intervention.
This serendipitous information is discussed in the next
chapter.

CHAPTER

V

SERENDIPITOUS FINDINGS: PATTERNS,
MEANING OF TEAM

FRAMEWORKS AND

Introduction
The serendipitous findings that appeared as I went over
and over the transcripts of my interviews and observations
fall into five categories:

1)

Team members used the skills

being studied in some unexpected ways:

in patterns and in

frameworks of “Metacognitive” and "Metasystemic" thought
2)

Contrary to other findings, metacognitive thought,

revealing the higher levels of adult development, was
evidenced both by team members who had attended college and
those who had not had access to higher education 3)

Team

members and leaders saw the team itself and other work
experiences as nourishing the growth and development of team
members 4)

The responses of those in the organizations who

are responsible for the success of the teams to my interview
about the importance of the nine skills being studied,
proved useful as a framework with which to analyze the
environmental supports for team success at the two research
sites and 5)

The interview in which I validated the skills

of the team members and asked them to tell me how they
learned to "think as they did” proved itself to be a
developmental intervention.
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Skills Used in Unexpected Wavs
As I analyzed the data from my observations and
interviews I found the skills used in three unexpected ways
by the team members who were the participants in the study:
in patterns,

in frameworks of "Metacognitive” thought,

and

in the production of "Metasystemic” thought.

Patterns
One day when I was coding observation transcripts,
noticed that Penny, the day care teacher,

I

often demonstrated

her use of the skill of seeing the relationship of parts
within and between systems by asking questions.

This seemed

to be a pattern in Penny's exercise of her skill.
As my coding and interviewing progressed,

I realized

that I was seeing many interesting patterns in the way the
various participants utilized their intra-personal and
conceptual skills.

I decided to add the category of

"Patterns” to my coding scheme,

and to consistently look to

see if there were patterns of thinking in those I was
interviewing.
Penny and Pods Ask Questions
Some examples of Penny's pattern of asking questions
have been discussed before as instances of systems thinking.
Some of the questions I noted Penny asking included:
-"Who is responsible for putting up the sign inout sheet?”
-"How do we cover the playground when there are
two of us, when there are three of us, etc.?”
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-(re supplies:) "How often will we be getting
them? "How do we divide them amongst us?"
When asked about her pattern of asking questions, which
I found to imply that relationships existed between things
that the team was discussing as discrete and separate.

Penny

indicated that she had a specific intent when she asked the
questions;
JSG:
It seems like you often like to ask
questions instead of making statements like;
I think there's a problem with the way we have
distributed supplies in the past.". . .
Penny;
Yes.
That's right.
People turn to me a
lot, they think I have a lot of the answers. . .
that's how you get people to use their thought
process, by asking questions. . .I'd like people
to start thinking more for themselves instead of
turning to me. . .

As mentioned in Chapter IV,

Pops,

on the Credit Team,

was observed to use a pattern of asking "why?" and other
questions with great frequency,

both in the team meetings

and in the interview.
-Pops:
"Its like, somebody said,
businesses adopt this philosophy,
myself is. Why?"

65 to 75 % of
so what I'm saying to

-Pops;

"What does that exactly mean,

2% prox?"

-Pops:
are?"

"My question is, why are the terms as they

-Pops:
"I tried.to figure out.
Is there any way
we know what percentage of these orders that are
hitting us at the 25th are requesting a 25th ship
date?"
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When asked about his frequent use of questions.

Pops

mused:
I used to be a teacher, before I started here, I
taught high school for 11 years, and its like, its
force of habit that you want to define things, get
things into the open so that you can figure them
out.
I've always been pushy, if I don't
understand something I've never been bashful about
asking, because the teachers that were good. . .
have always come to the conclusion. . .that the
only question that is of no value is if it wasn't
asked.

Defining the Perspective of Others as a Pattern
Bob, the leader of the building and grounds team, had a
distinct pattern of consistently Taking the Perspective of
Others.
-(In interview) "Well, other people have jobs when
they do something you can really see a difference
and people will see them. . . finishing up and
say, like, "Nice job on the floor, or something.
But (Duane), he does the wet areas, and like when you
clean the tiles or the shower floor or something, you
can't really see the difference yourself. . .you just
have to know that the bacteria isn't gonna build up
because you cleaned it. . .and, hey, he works at night,
so no one else sees it at all.
- (in interview) "William's got all these other things
to think of. . .things we, thank God, don't have to
even know about.
I hear him talking about some of
these things and I think "Wow!"
But he has no idea, NO
IDEA, of what we do. . .But hey, we don't understand
what they're dealing with either."
Bob referred to and gave background on his use of this
pattern in his leader interview with me, when he said;
Perspective of others.
Ummm "I'm good at that!. . .1
was brought up in the Viet Nam era, we were always
analyzing everything, it was a sign of the times, we
thought deeply about everything,. . .
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The examples given above were selected from a greater
number of patterns I observed in the thinking of the members
of the four teams.

Some of the patterns were in the use of

the skills I was studying,
characteristics.

some of them were of other

The finding which is significant is that

team members do reveal patterns in their use of the skills
being studied and in other characteristics of their
communicating on the team.

Metacognitive and Metasystemic Thinking Used by Team Members
Metacognitive and metasystemic thought are two
interesting and important types of thought,

generally

discussed by Adult Developmental Theorists as being
evidenced by those at higher developmental levels.

I was

interested to find these types of thought being demonstrated
by the team members who were the participants in my study.
Metacognitive Thinking Used
In writing of her three-level model of cognitive
processing,

Karen Kitchener defines metacognition as

"knowing about ones own cognitive processes"

(1983, p.

223).

When I decided to study some cognitive skills and to look
for evidence of them in the Work Teams I observed,

the

notion that I might find metacognitive thinking had not
occurred to me.

However,

as I analyzed the material from

the observations and from the interviews,

I saw that I was

finding that the team members were articulating the
frameworks in which their thinking took place,

evidencing
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their knowing about their own cognitive processes,

or

metacognitive thinking.
As I am using the word here,

frameworks are cognitive

structures that the participant consciously invoked when
s/he embarked upon the thinking about something,

a structure

around which the participant organized their thinking.
In addition to the serendipitous finding of metacogni¬
tive thought as I analyzed team meeting and interview tran¬
scripts,

I had the opportunity in several cases to ask the

team members how they had come to think in this fashion,
thereby extending in a small way what is known about meta¬
cognitive thinking.
The instances of metacognitive thinking I observed in
team members are six:

Penny and Harriet and the Big picture

puzzle; Penny thinks about the welfare of the children in
the day care; Duane tries to learn something from everyone;
Michael distinguishes between his beliefs and his opinions;
and Bob thinks of ways in which to "use the club".

I also

found an instance of metasystemic thought which will be
discussed below.
Harriet and Penny and the Big Picture Puzzle
Penny,

in her interview, had defined her own pattern

of systemic thinking:
There's this thing about me,
the big picture.

I always have to have
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When asked:
So, Penny, you said you always had to see the "big
picture," tell me more about that,
she responded;
Well, I'm always thinking ahead. . . what will
this mean in the future?
how will it connect with
other things. . .
Why does she invoke this pattern of thought?
Penny:
Well, often if one thing happens it makes
other things happen, things fit together.
So I
like to think about all the things that will come
out of something, not just the one thing in front
of my face, the way a lot of them do. . .I'm not
just thinking for today or tomorrow.
I'm always
thinking ahead of myself and what I want to
happen.
Others only think of right now."
Metacognitive thinking in the form of putting together
a big picture was also observed in Harriet, who later
identified her way of "putting the pieces together" as being
like "putting a puzzle together":
Harriet:
(In talking of a mandatory day off that
administration had suddenly foisted on the day
care)
Well, we never had it off before. . .it was chosen
because they needed it for the new state funds. .
.for some reason,. . .they told us we needed
another day, we had to take one,. . .
JSG:
So it seemed as if there was something going on
where you were trying. . .
Harriet:
To make sense of the whole thing.
I was
trying to say, well, if. . .it must be that we get 11
days. . .and 12 days is called for by the state. . .
apparently we missed one. . .But then to come tell us
that it wasn't a paid day, we didn't understand.
JSG:

Is that typical of the way you think?

Harriet:

4

To piece everything together?
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JSG:

Umhumm.

.

.

Harriet:
Yes. . .to try to find an answer. . .
you try to get something concrete. . .so its like
putting a
puzzle together.
The more of the
picture you see,, . .you can get a better idea of
what's going on.
And that's almost in anything.
Harriet and Penny not only demonstrated the use of the
skill of seeing things from a systems perspective, they
articulated their metacognitive awareness of their conscious
use of a systems perspective to organize their thinking.
Penny:
The Welfare of the Children as a Framework
for Thought
In addition to always looking for the "big picture".
Penny consistently refers in her thinking about the day care
to the safety and well-being of the children in the day
care.

She organizes her thinking in terms of the well being

of the children and the mission of the day care in the
following examples:
When discussing the questions she had raised about how
the playground should be covered,

she said:

I saw it as part of the whole picture, that its
important to be watching the children.
Its our
responsibility to see that the children are safe."
In discussion of the questions Penny raised about the
supply ordering and distribution system,

she again referred

to the children's well-being:
You know, the quality of a day care depends on
having supplies. . .you need to have something for
the children to do all the time.
Its when they
don't have a scheduled activity that accidents
happen and the trouble starts. . .and having those
activities depends a lot on having supplies.
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And later, discussing the

(problematic)

situation in

which the child in day care becomes ill but the busy
employee of City Hall is too encumbered to come pick the
child up.

Penny said;

If they can't get out of work I try to work it out
with the parent. .. I just would hate to be
responsible if something happened to that child
and we didn't call the parent.
Penny's use of the framework of the welfare of the
children for her thinking while she was working in the Day
Care setting seemed consistent, pervasive,

and professional.

Penny's metacognitive use of the framework of the welfare of
the children signalled that she held the welfare of the
children as a value or a mission.

In this way Penny's

articulation of her framework is related to the articulated
metacognitive frameworks of Total Quality and Continuous
Improvement that we noted when Lansing Ramsey and William
Plum at National Tool responded to my interview questions
about the importance of the nine skills I was studying.
Duane:

"You can Learn Something from Everyone”

Duane, the member of the night crew on the Building and
Grounds Team who had been criticized by the Executive
Director,

articulated and demonstrated a cognitive framework

he uses very intentionally.

The framework Duane employs is

one in which he tries to "learn something from everyone”.
I first noticed Duane's framework during our discussion
of the skills I saw him demonstrating in my observations.
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Duane: . .
see, William (FitzHern, the Executive
Director) used to be at our meetings on a regular
basis, and when we first started this (team) thing
I used to be really intense, letting my feelings
show and trying to get my point across, and it was
counter productive. . .
So from those early meetings to the meetings since
you've been there I've learned to sort of temper
what I have to say. . .1 have to sort of tone it
down so its not taking away from what I'm trying
to get my point across. . .
JSG:

And you learned that by.

.

.

Duane:
Basically by observing [William].
When he
had something to say at a meeting he would say it
in a certain way and in a certain manner, and
people would understand what he was talking about
because of the way he expressed himself.
So I
sort of took that. . .this didn't take a day or a
week, it happened over time, I can't tell you
specifically, but it took me a while to be able to
tone it down and still get my point across, even
if I was very emotional at that moment. . .and
I've even learned to do that outside. . .
Later in the interview,

Duane further evidenced and

named his framework of learning from observing others when
he told me that he thought it was important to listen to and
learn from everybody:
Duane: . . .1 think that everybody has something
to offer, and its not just at team meetings, but
its like, well, I'm involved in martial arts and
its like you never underestimate anyone, and if
you try, if you allow yourself, you can learn
something from everyone, even a child.
But,
people are so varied, that sometimes, whether they
are younger or older, being too full of themselves
they think
that they have no more to learn, not
true.
You learn something every day.
Perhaps it was Duane's intentional use of the
framework of ”I can learn from everybody" that led him to be
particularly responsive and revealing in his interview.

His
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responsiveness may have enabled him to learn more from the
interview and from his interaction with me.

The level of

detail he provided in his answers to my interview questions
enhanced my own learning greatly.
Although many of the participants in the study told me
about learning from the modeling provided by others,

Duane

proved to be the only one to define his use of a cognitive
framework that sought to learn from others.

In so doing he

was evidencing metacognitive use of what the Vygotskians
might call
Bob:

"scaffolding”

in his social environment.

"Use the Club"
Bob,

the team leader of the Building and Grounds team,

used a metacognitive framework of "use the club to achieve
you own goals" to organize his thinking about his
experiences at work.

As mentioned previously.

Bob expressed

several times in the observations and in his interview that
he thought that there was a lot for him,

and for other team

members to learn from their roles at the Central City
Community Club.
leader,

Bob told me with excitement that,

as team

he had the opportunity to be involved in a variety

of tasks that as a maintenance man he wouldn't have ordi¬
narily been involved in.

My notes read:

. . .he was using the fact that he was in the
position. . .to learn about a lot of things he
didn't know before and to have experience that
"made him feel like an equal to anyone. . .a
doctor, a lawyer. . ."
In fact, a friend of his
had been working on his resume and when she got
done had told him "this is a management resume."
He feels he is really in a management position and
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is having experiences with many management func¬
tions such as budgeting, motivating his people,
communicating with other teams in the organiza¬
tion, dealing with the public, purchasing, etc.
These he thinks will serve him well in the future:
I don't intend to be at the Community Club all of
my life.
I figure the Community Club is using me
and I am using the Community Club.
I say to the
team:
use the Club.”
Bob had also had the opportunity to attend board
meetings,

and as a result had this to say:

. . .1 don't really have any background in this
stuff. . .1 don't have any education that has
given me these skills. . .just things I've learned
in time, and again,. . .use this facility to your
advantage, when times get tough don't say ”I'm
being used.”
Nah na, you're sitting here and the
door swings both ways, anytime you wanna leave,
you can leave, I means, so while you're here make
your time valuable, make this a learning
experience, I'm going to come out of here with
flying colors for a guy without any education. . .
and I'm going to thank the Community Club.
Later,

Bob reiterated the notion that the team

experience had boosted his own sense of what he could
accomplish:
. . .I've become my own person.
I feel I run my
life. . .here, and my home life, and the way I do
business, as well as anybody here, so I can speak
up just as clearly and as well as anybody.
And
its given me an awful lot of confidence. . .where
I lacked it before because I lacked education.
Bob was employing the cognitive framework of "use the
club” to organize his thinking about his experiences as an
overworked and underpaid team leader as an educational
opportunity.

Bob attempted to share with his team members

this cognitive framework which led him to seek out new
learnings to absorb from his role at the Community Club and
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to intentionally use them as a stepping stone to a better
life for himself.
Michael: "They can Wreck my Opinion but They can't Tear Down
my Beliefs."
Twenty-three year old Michael interested me when he told
me that he gained his ability to think systemically by
figuring out how to get "from point A to point B" in the
Bronx housing project in which he had grown up.

Michael

also revealed his use of a metacognitive framework,

one that

enabled him to separate his "opinions" from his "beliefs".
He told me how he used that framework to decide how he
responded to those who disagreed with him,

on his work team

and in his world.
There's just a lot you got to look at to survive
in life. . .you say, "I seen this, or I seen
that," it's just my opinion, just an opinion.
It
ain't my belief, its just an opinion.
They can
wreck my opinion but they can't tear down a belief
. . .Like I said, your belief, nobody can wreck
that or tear that down, that's when you start
getting objectionable,. . .but if you bring it up
[at team meeting] as an opinion, they can wreck it
all they want, you gotta look past things. . .
When Michael had refused to let the older men on the
team tell each other what he meant

(see p.

192)

he had done

so out of his belief that his voice was as important as
theirs.

For this belief, he was willing to "get objection¬

able" and say "Noll" to stop them from interpreting what he
was saying.
I observed Michael using metacognitive thinking to
decide how to respond to those who disagreed with him on his
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team.

He told me that he also used the metacognitive

framework to decide what to take issue with in his life
outside the confines of the Community Club.

Metasvstemic Thought: Larrv Creates a Coordinating System
As discussed in Chapter II,
(Commons,

Commons, Aarmon, Kramer

Sinnott, Richards and Aarmon,

1989)

and others

define metasystemic thinking as thinking that "coordinates
and transforms two or more systems according to a principle
that is external to both systems.”
204).

(Commons et al,

1993, p.

Blanchard-Fields has discussed metasystemic opera¬

tions as "operations across systems relating systems to
systems,

resulting in cognitions about multiple systems"

(1989 p.

77-78).

Larry,
Tool,

the facilitator of the Benchmarkers at National

had said in a team meeting that he believed that part

of the work of the team would be to create a high level,
multi-functional organizational mechanism to regularly
analyze the measurements that would be made as a result of
the work of his team.

Larry's task was to create a meta¬

systemic organizational mechanism,

and he used metasystemic

thinking to conceptualize it.
Larry:
We don't have these get togethers of key folks,
. . .the financial results are shared between me and
about three other guys, and that's it.
And as far as
operating statistics and things like that where people
really get together and look at all the trends and say"
what is going on here?"
That is happening in little
bits and pieces,. . .Its just my firm belief that I
think there's got to be more of a group get together
where people look at these things, try to understand
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the trends, so they're getting more of the bigger
picture, too. . .
JSG:
of. .

So, you're throwing this in now so the team kind
.

Larry: . . .so people start thinking about it.
And
that's that whole process of keeping [the measurement
and the analysis of its results] going, we'll set it
up, but then you've got to have a mechanism for keeping
it going.
And if people have to formally prepare
things and analyze them and look at reasons for
variations on a quarterly basis, that would keep it
going!
But if you say, well, we'll meet again in six
months, we'll get back at it, and it doesn't happen,
this will all go down the tubes.
JSG:
Well, what's your thought process that makes you
come out with such a strong statement like that?
How
do you think?
Larry: How do I think?
I look at the company. . .and
I'd like to see the company do as well as it can
possibly do,. . .all the tools are here to make this
company five times greater than it is today. . .we've
just got to use it, and its getting to the point where
its not a 185 guy operation any more.
It can't be
little meetings between two guys and that makes the
whole engine run, it just doesn't happen that way, its
too big of an organization. . .its got to be more
formalized.
JSG:

.

.

.it hasn't adjusted to its growth?

Larry:
Its like any company. . .it grows, the customer
comes back with complaints or problems, you end up not
responding to those problems as quickly as maybe you
did in the past. . .so what are you going to do?
Well,
either you downsize the company, which we are in the
process of trying to do, splitting into two divisions,
trying to regain our focus; and another thing you can
do is to put in place more formal systems to improve
the response cycle to problems, and putting in bench¬
marking is part of that. . .so we're trying to attack
it from two directions: with the divisional thing and
we're trying to put this benchmarking.
Which to me
says I'm going to have highly informed managers who are
going to be able to respond to things.
Because they're
smaller operating units, things will have to change.
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The complexity of Larry's thinking,

in which he

coordinates many systems in order to create an appropriate
system-of-systems, demonstrates the highest development of
cognitive thought that I observed in my interviews with team
members.

The complexity of Larry's thought is an intricate

and glistening web,

an actual presence,

but its description

would not have been discernable to me had not another web of
significance, that of Adult Cognitive Developmental theory
brought meaning to it.

Metacoanitive Thought Found in Team Members Without College
Education
I was intrigued by the finding of metacognitive and
metasystemic thinking in the frameworks that some of the
team members used to organize their own thinking.

These

frameworks revealed themselves to me as I pondered the
transcriptions of my observations and interviews,

but were

most often signalled by direct articulation in my interviews
with team members,
above:

as in the statements used as titles

"I need to look at the big picture.”

together like a puzzle,"

"I put it

"You can learn something from

everyone," "Use the club."
An aspect of my findings about the presence of
metacognitive and metasystemic thinking that was of
particular interest to me is that those team members who
articulated the frameworks that bespeak metasystemic
thinking were of varied age and educational experience.
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Penny is 36 years old and has an associates degree from a
community college,

54 year old Harriet earned an Associates

Degree,

Duane is 32 and graduated from High school.

41 and,

as he stated in the segment quoted, has completed

one year of college.

Michael is the youngest of those I saw

evidencing metacognitive thinking:
"the projects" in Brooklyn,
there.

Bob is

he is 23,

grew up in

and graduated from high school

Thirty year old Larry is the one of the few team

members I interviewed who is a graduate of a four year
college.

Although this very small sample of team members

does not disprove the general finding of Adult Cognitive
Development Theorists that correlations exist between
developmental level and formal educational experiences,

it

does suggest that additional studies of that correlation be
conducted, using participants who have learned from the
"workplace University" rather than University students.

Members and Leaders See Team as Developmental
In addition to finding patterns and frameworks of
metacognitive and metasystemic thought in those with and
without formal higher education,

I also was interested to

find that several of the team members and team leaders
credited the team and its members with contributing to their
own development and that of others.

Team members also told

me of actions they themselves had taken to foster the
development and growth of others on the team.

This finding

from team members brings substance from practice to add to a
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theoretical paper in which I proposed the notion that SWDTs
may be a "Petri Dish” for Adult Development

(Glaser,

1992c).

The Team Fosters Individual Growth
At the Community Club and at National Tool,

although I

in no way solicited the information, team members told me
repeatedly that they themselves had grown and changed as a
result of the team and that they had also seen growth in
members of their team.
Some examples follow:
1)
In talking about the way that team members had
slowly begun to participate more fully in the team
meetings, Duane said that it was too bad that I wasn't
observing from the beginning of the team, because it
was "so amazing how people had grown and developed”
since then.
He said he had seen people begin to think
for themselves, not rely as much on other people.
2)
Duane had said how much he learned from observing
the calm and rational way in which the Executive
Director expressed himself during meetings.
3) Duane referred to his own growth since being on the
team as being exemplified by "looking after what I
think is necessary and taking responsibility for it.”
4) Meg, the only woman on the Building and Grounds
team, said:
"I've learned a lot working here.
I've
learned things I've never had to deal with, or think.
I've never had to deal with or think like Michael
would, because I've never worked with people like that,
who come from a different background than I do, and
we've learned to be a team.”
5) Meg said about Michael:
"At the beginning of the
team he was getting his point across like he would on
the street.
But he's learning, too, and he is
changing.
He's becoming more mature.
We are teaching
him, or just working here and working with the team is
teaching him the skills to be more mature and to
express himself in different ways, so we're all
learning.”
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6) Durham:
"You have a couple of young individuals on
this team that have probably not been in a team
environment before.
And already you've seen progress
with these individuals,. . .they're coming to meetings
with valid pieces of paper. . .
7) Harriet said:
"I go around the bush and Agnes is
very clear.
I help her see that everything isn't
necessarily clear and she helps me be more focussed.”

Team Members are Willing to Take Action to Benefit the Team
It was frequently revealed in the interviews that
members were willing to take action at team meetings and go
out of their way during their working hours to do things
because they thought it would benefit the team or other
members.

Examples include:

1.
Michael said, of his concern that too much work
will fall on one of the night workers if the other one
frequently fails to come in:
"Yol Stick me in. . .if I
don't do nothing but those locker rooms for those four
hours, I'm helping him out a lot, cuz he's just gotta
take care of this one area.
When you've got to do your
shift and another guy's shift, it can burn you out.”
2.
In discussing his problem solving ability Michael,
who was a cleaner, not a mechanic, talked about taking
responsibility (that of fixing broken things) that
wasn't necessarily his:
I don't need. . .these maintenance guys to tell me
. . .what to do when this problem occurs.
Most of
the time I'll fix something.
The guys look at me
and say:
You already fixed it?
I say "Yeah. . .1
always knew the problem. . .the point was how I
was going to solve it, that's when we look for
little clues. . .a nut is missing cuz I see a
screw. . .There's the nut, its fixed!
Why wait
until Monday and leave (the maintenance people) a
note for a nut, you know?. . .1 didn't have no
time to write out a slip and send it up there
then.
I figured if it was already broke I can't
break it no more, so. . .they'd have to call the
repair man, and they'd have to call him anyway, so
let me find out what's wrong with this machine.
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3.
Duane said, of psychologically frail Bill:
"I
always try to get Bill involved even if he has nothing
to say. . .1 say, 'Well, Bill, what's up with you
tonight. . .what do you got to complain about. .
what
little gripes?'
because its important that they
understand that what every person has to say is
important”.
4.
Duane said that he had known for a while that Bill
wanted to "tag along” with him more and be with him
more during the hours their shifts overlapped, but he
had discouraged it.
Thinking about Bill's desire to be
with him in the context of Bill's recent breakdown,
however, he thought that now he would "reconsider.”
5.
Penny said:
”. . .you know, they (other team
members) depend on me.
Like I said, they come to me
for advice.
I think. . .its because I think like I do,
I figure out what things will mean for what will happen
. . .that helps them.
I don't mind it. . .but. . .I'd
like them to think more for themselves.”
6.
Asked why she asks questions instead of making
statements about her observations Penny answered:
”.
.that's how you get people to use their thought
process, by asking questions.”

.

7.
Agnes said, of her willingness to challenge Harriet
at a team meeting:
"It had been a team decision. . .
its something for the team. . .its something that was
decided to by the team.”
8.
Mike said of his suggestion that all the Benchmarkers come to the next meeting having thought about
how they would go about a certain task:
"I've been at
meetings where (team members) are not involved.
So I
thought that would be a good opportunity for all of us
to. . .bring something to the next session. . .”
9.
Of his changing the subject in the team meeting
from theory to the way something is actually handled on
the shop floor, Jim said:
"Because it still comes down to,. . .try(ing) to move
(the team) forward so you can get. . .going, and we
really are four meetings into this. . .and we still
aren't off the ground. . .1 think some of these
thoughts, because I'm trying to move (us) forward
quicker. . .”
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Interviews Experienced as Developmental Interventions
Lincoln and Cuba

(1989)

highlight the possibility that

qualitative research is likely to have an effect on the
research participants.

In the back of my mind I had known

that the research itself might serve as a developmental
intervention.

I also knew that Marsick and Watkins

(1992)

believe that "reflective conversations” such as an interview
may cause a person to "reframe” their thinking.
Nevertheless,

it came as somewhat of a surprise to me that

the interview I conducted with 18 members of the teams were
experienced by team members and by me as being growthful
experiences for them.

Several of the team members exclaimed

to me about how interesting it had been to them to think
(many for the first time)

about how they think.

them the opportunity to think epistomologically,
research had opened a new world.
development.

.

.for them.

.

By offering
the

.and a new level of

In taking their own thinking as

the object of their thought, they had moved along Kegan's
developmental "Subject-Object” helix.

Summary
Several unexpected findings were made in the course of
my analysis of the data that resulted from my observations
and interviews.
These serendipitous findings add to the summary list of
findings from this study.

The entire list of findings

discussed in Chapters IV and V is as follows:
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1.

The use of intra-personal and conceptual skills by

individuals in the groups are widespread.

Eighteen of the

thirty-five members of the four teams observed were found to
use one or more of the skills five or more times during four
team meetings.

Those eighteen members of the teams used one

or more of the skills in a total of 248

instances during the

four observations.
The use of systems thinking was the most commonly
evidenced of the skills.
frequently exhibited;

Taking the Perspective of Others;

Analyzing and Diagnosing;
Identifying,

Integrating and Synthesizing

Naming and Dealing with Feelings;

Issue with Authority.
ity,

Five of the other skills were also

;

and Taking

The skills of Demonstrating Flexibil¬

Ability to deal with Ambiguity,

and Ability to Take

Risks were seldom found used in the team meetings.
2.

Characteristics of the nine skills were culled as a

result of intensive analysis of the many instances in which
they were found to occur.
3.

The explanations given by participants to illu¬

minate the ways in which they developed the "way they
thought" referred to models in their family of origin and
other childhood experiences that were reflected upon as well
as to models and adult
upon.

(and team)

experiences reflected

One reference each was given to school experience and

training programs as a source of skill development.
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4.

Most of the nine skills examined here were

considered quite important by the five people who are
considered responsible for the success of the teams in the
research sites.

Leaders at National Tool utilized the

metasystemic conceptual framework of the Continuous Quality
Improvement system they have implemented to strongly link
the nine skills.
Notable concerns about the importance of the skills
included wariness with which the leaders at the Community
Club approached the skill of Taking Issue with Authority,
and the clear agreement of the leaders at National Tool that
"Dealing with Ambiguity” was a positive skill only if it
meant "dispelling ambiguity.”
5.

Team members were found to utilize the skills being

studied in some unexpected ways.

While being interviewed,

several team members articulated conceptual frameworks for
their use of the skills and for their thinking on the teams.
These conceptual frameworks evidenced the ability of those
team members to think metacognitively and in one case metasystemically.

In addition,

consistent patterns of skill

usage were evidenced by many team members.
6.

Frameworks of metacognitive thought,

expected by

Adult Development theories to be used by those at the higher
stages of Adult Development,

were expressed by team members

without formal higher education or with very limited formal
higher education.
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7.

The team itself and its members were cited

spontaneously by team members as having a positive
developmental effect on themselves or other team members.
8.

Many of the interviews in which team members were

asked to think about how they came to have the "Way of
thinking” that they had manifested in the team meetings
proved to be developmental in nature,

opening the door for

new ways of development for these individuals.
With the eight findings of the study now clearly
delineated,

we turn to an analysis of their significance.

CHAPTER

VI

SIGNIFICANCE AND IMPLICATIONS

Significance of the Findings for Teams
and Work Places
The major findings from this study—both the expected
findings and the unexpected findings,

are stated at the end

of Chapter V.
In this chapter we will probe the significance of those
findings and discuss that significance in light of implica¬
tions for further study.
In addition to thinking about the significance of the
findings in terms of other sites, teams and individuals, we
will think about the manner and extent to which these
findings relate to the literature in the field of Work
Teams, work places,

and the field of Adult Development.

Significance of Findings that the Skills Do Exist
and Are Used on Teams
The fact that the cognitive and intrapersonal skills
being studied were indeed found to be used by team members
makes them worthy of further attention by those who study
teams.

The current study should be replicated by other

researchers in order to validate its findings.

In addition,

research regarding the relationship of the intrapersonal and
cognitive skills to team success should be completed.
However, the findings that team members who used the skills
developed them by seeing others model them and by reflective
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thinking about their experiences indicate that by
implementing two methods that are not costly,

organizational

leaders could encourage the development of the skills in
their team members.

Significance of Findings that the Characteristics of the
Skills can Begin to be Described
In both the Piagetian tradition and the Vygotskian,
those adult cognitive developmentalists who focus on
encouraging development have highlighted the importance of
understanding where an individual stands in terms of a
particular skill so that s/he can be challenged by the next
developmental step.

Kohlberg (1969)

called the challenge at

the next step "optimal mismatch”, while Vygotsky

(1978)

spoke of encouraging development within a "Zone of Proximal
Development”.

Fischer's work in the development of a

continuum of a particular skill
1989,

Kitchener and Fischer,

(1980, Rose and Fischer,

1990, Bidell and Fischer,

1992)

would make possible a challenge at a highly defined "next
step” on the continuum.
The process I undertook to define the characteristics
of the skills from the actual instances of the skills I
observed does not yield a comprehensive list of the
characteristics of a particular skill,
continuum of complexity.

nor does it address a

Nevertheless, the listing of the

characteristics of each of the skills studied in this
research is a beginning step toward the definition of all of
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the characteristics of each of the skills and is in this way
significant.
The skill characteristics found by the current study
are a beginning—a beginning of learning more about the
intrapersonal and conceptual skills being focussed upon.
Using the characteristics found in this study,

a researcher

would be in an informed position from which to begin to
apply Rose and Fischer's Skill Development analysis to any
one of the skills.

Significance of Findings of How Team Members
Recount Their Development of the Skills
The findings of this study that 1)
modeling and 2)

learning from

reflective thinking were the primary means

by which the team members gained the cognitive and
intrapersonal skills I observed them using on their teams
are among the most interesting findings of the research.
References to "modeling” as a strategy for adult
cognitive development are found in the Vygotskian literature
where modeling is referred to as a type of "scaffolding" or
"mediational tool" that enables individuals to utilize
skills in more complex manners within their own "Zone of
Proximal Development".

Modeling is also briefly discussed

in the Rose and Fischer handbook where it is examined as
supportive "scaffolding" for developmental testing
environments.

Therefore,

I was interested to find that

"modeling" emerged as the most significant developmental
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influence named by the eighteen team members interviewed.
Participants referred to parental modeling, modeling of
supervisors and others in the work place,

and the modeling

of others in their work teams as responsible for their
acquisition of the skills I had seen them demonstrate in
team meetings.
If further research were to validate that modeling has
major influence on the developmental skills of team members,
this work would have critical significance for
organizations.

With the information in mind,

organizations

could direct their efforts to assuring the informal modeling
of the skills they wish to spread throughout the
organization instead of or in addition to formal training.
Since the approaches to encouraging growth of developmental
skills

(Rose and Fischer,

Widnick and Parker,
Kanner,

1992)

1989, Kohlberg,

1978b, Glaser,

1969, Knefelkamp,

1992b, Wertsch and

used by those in the field of Adult Cognitive

Development are quite different from those typically used in
the training programs offered to team members by
organizations,

the two approaches could be used separately

or attempts could be made to integrate them.
be used by itself,

Modeling could

as part of training sessions,

or as part

of overall training strategies.
Those in organizations who are responsible for training
and development might find that the emphasis on modeling
points to partnerships of training departments with
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supervisors, managers and team facilitators so that those in
a position to name and model desired behaviors or skills
might use actual work experiences as "teachable moments" for
the naming and modeling of desired behaviors or skills.
The potential usefulness of further study of modeling as
a developmental strategy in organizations make it a
compelling subject for future study.

Significance of Findings that Team Leaders Think
Some Skills Important, Others Unimportant
The nine skills that are the focus of the current study
were brought to my attention by organizational literature
which considered them important.*

One of my research goals

was to ascertain whether those in organizations who were
responsible for the success of teams also considered the
skills to be significant.

*Svstemic thinking;
Kinlaw, D. (1991); Lawler,
E.(1986); Vain, P. (1989); Weisbord, M. (1990). Taking the
Perspective of Others:
Masserik et al, (1985); Weisbord, M.
(1991) ; Vain, P. (1989) .Dealing with Uncertainty and
Ambiguity; Culbert and McDonough, (1985);
Hirschhorn, L.
(1991); Wellins et al, (1991); Weisbord, (1991); Vaill, P.
(1989).Integration and Synthesis;
Argyris, C. (1964) ;
Graham and Bishop, (1991); Hirschhorn, L. (1991);
Hotter,
J. (1985); Lawler, E.(1986); Vaill, P. (1989); Weisbord, M.
(1990).Dealing with Feelings;
Hirschhorn, L. (1991);
Kinlaw, D. (1991); Lawson and LaFasto, (1989); Weisbord, M.
(1991).Dealing with Authority;
Hirschhorn, L. (1991);
Kinlaw, D., (1991); Hotter, J. (1985); Lawson and LaFasto,
(1989); Weisbord, M. (1991).
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From the very beginning of my research process, my
contacts in organizations evidenced instant recognition of
the importance of the skills I told them I wanted to study.
It was little surprise to me, then, to find that the
five leaders I interviewed about the importance of the
skills found most of them to be critical.

Without exception

the five organizational leaders I interviewed asked "May I
keep the list?" as we finished our interview.
The significance of the fact that the leaders found the
nine cognitive and intrapersonal skills to be important to
team success is that they probably are,
some way to team success.

indeed,

linked in

Once validated, the findings

would lead organizations to use the inexpensive
developmental methods mentioned above, modeling and
reflective thinking,

to promote the use of the skills.

Further study suggested by the fact that the team
leaders found the skills to be important for team success
include research addressing just what "success" means to
team leaders,

in what exact way the skills are important,

and what must accompany the skills to assure that they are
used on behalf of the teams' success.^

Finding a way to

^Skills can also.be used to negative purposes.
For
example, it was certainly interesting to me to watch
Durham's very able skills of thinking systemically,
analyzing and diagnosing, and taking the perspective of
others used consistently to limit the participation of
other team members of the Credit Team, lead the team to loss
of focus, and generally confuse team members until they were
happy to agree with him that the team had done its work (by
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understand and express the relationship of the nine skills
studied in this research with the plethora of other skills
and characteristics that have been widely accepted in the
field as important or necessary for team success would be a
worthwhile goal of future investigation.
Significance of Finding that Team Members Utilized
Frameworks of Metacognitive and Metasystemic
Thought When Discussing Their
Use of the Skills
It is generally accepted in the field of Adult
Cognitive Development (in which a large proportion of
research subjects are been university students) that the
research has found a correlation between formal education
and level of development that is generalizable (Kitchener
and Fischer 1990, Glatfelter 1982, Lawson 1980, Kitchener et
al 1989, Schmidt 1985, Shoff 1979, and Strange and King
1981).

Belenky et al, however, interviewed both college

students and clients of human service programs, and found
development at higher levels of their "Woman's Ways" scale
found in both populations.
This research found high level metacognitive skills
being demonstrated by team members who have not been
involved in higher education.

A potential challenge to the

accepted findings may exist, a challenge that might propose

narrowly defining the problem and deciding it was being
handled) and should adjourn.
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that the "University of the Work place” may have developmen¬
tal significance rivaling the ivied halls of the University.
Implications for further study include testing of team
members who demonstrate metacognitive thinking and have
limited or no higher education.

Such testing would

ascertain developmental level for theories for which scoring
consistency has been established.

Significance of Finding that Team Members Experience
Teams as Facilitative Environments for Learning
and Development
This study suggests that teams themselves are a
powerful developmental and learning mechanism, a Petri dish
for Adult Development.
Team members in this study frequently referred to
learning about the nine skills being studied here from
listening to and observing other team members, both inside
and outside of team meetings.

Members also referred to

their own 'growth and development' and to that of other team
members as a result of participating on a team.
Additional research leading to greater understanding of
the power of teams themselves as learning tools and as
stimuli for developmental growth of their members should be
undertaken.

Such research should prove extremely beneficial

to those organizations utilizing teams, to the study of
teams, and to the fields of Adult Learning, Adult Cognitive
Development, to Organizational Development, and to the field
of Training and Development.

The research should be
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cognizant of the model for team learning developed by
Dechant and Marsick (1991) by observing teams in some work
places.

Significance of Finding that my Interviews with Team Members
Were Experienced by Them and by Me as Developmental
Interventions
Erikson talks of reflective thinking as an activity
which encourages development (1968).

John Dewey also

discusses reflective thinking (Kitchener and Fischer, 1990).
William Torbert and Dalmar Fisher (1991) have found that
autobiographical writing encourages managers to improve
their scores on developmental instruments.

Wendy Kohler

(1993) has recently documented the developmental effect on
teachers of writing their autobiographies.

Marsick and

Watkin's article on reflective conversations in the
workplace (1992) discusses how such conversations lead to
development and learning.
The current study also, finds that reflective thinking
and conversation is a stimulus for development.

The study

suggests that the encouragement or provision of reflective
conversations about cognitive and intrapersonal skills in
the work place is a vigorous way to encourage the use of
such skills.
The whole of the' body of work on reflective thinking is
likely to be useful to the training world:

The potential

cost of reflective conversations in the work place is likely
to be far less than the cost of training sessions, which,

in
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this research at least, was not cited by participants as
having contributed to their ability to utilize intrapersonal
or cognitive skills in their teams.
Additional study of the uses and effects of reflective
thinking and conversation in organizational settings and on
teams is strongly encouraged.

For those who encourage

learning and development in organizations and on teams,

a

myriad of means to encourage such thinking are available to
be studied.

In the field of Adult Cognitive Development,

it would be meaningful to determine how reflective thinking
and conversation would interact with developmental progress
for adults as their skills progress along the Fischer
continuum.
Conclusion
I have explored the webs of significance between the
field of Work Teams and that of Adult Development by
crossing back and forth between them many times as reflected
in this document

(and more times not reflected here, times

in which the thin silk of connection and meaning broke short
of being carried into voice).

The motion of the content of

this study became increasingly self-propelling, until the
webs it was weaving became a bridge between the two fields
and unlocked the gates on either side of the bridge.
Through those gates flow findings that deserve more study
because of their potential usefulness, usefulness to
organizations utilizing teams, to the respective fields of
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Adult Development and Organizational Development,

and to the

field of training.
The findings of the study,

that some intrapersonal and

cognitive skills are indeed used by members of Self-Directed
Work Teams and considered important by team leaders,

that

individuals credit models and reflective thinking for
spurring their development of the skills,

that the modeling

and reflective thinking that stimulates development of the
skills often happens within the structure of the SelfDirected Work team,

that high level metacognitive skills may

be found in team members who have had little or no access to
higher education,

and that some characteristics of the

skills have been found from the observations,
considerable.

are

Bound together with other work,

the findings

of this study constitute "webs of significance" that may
prove to be valuable to those in the work place who are on
teams,

responsible for teams,

training teams,

and consulting

to teams or the organizations that use them.
Weaving the webs of meaning with the content of my
observations and interviews about these nine intrapersonal
and cognitive skills with these four teams has been a
fascinating experience for me,

as has the challenge of

applying cognitive constructs to the extraordinary wealth of
information that resulted.
do exist,

can be seen,

Now that I know that the skills

can be characterized,

important by team leaders,

are considered

and have developed almost
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entirely outside of formal learning environments,

I will

engage in further study and research to explore the
possibilities that some of the concepts pursued in this work
may be transformed into practical guidance for the conduct
of teams in the work place.
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LETTER EXPLAINING RESEARCH
240 Alpine Drive
Amherst, Massachusetts 01002
June 15, 1992
xxxxxxx xxxxxxxxx
xxxxxxx xxxxxxxx xxxxx
XXX X xxxxx
Springfield, MA 01104
Dear xxx xxxxxx,
Mr. Smith called yesterday to tell me that you and your
team at the Organization YYYY have agreed to consider
assisting
me with the research I am doing on Self Directed
Work Teams.
I'm writing now to THANK YOU for agreeing to
consider participating, and to tell you something more about
myself and the research.
For most of my 20-some years as an administrator, I
have been enthusiastic about employee involvement in
decision-making in organizations;
My experience has led me
to think that such involvement 1) makes work more satisfying
for the workers and 2) helps the organization do its job
better.
Recently as I have been studying at the University of
Massachusetts, my interest in Employee Involvement has led
me to study groups in the workplace.
I have become
particularly interested in employee involvement through Self
Directed Work Teams and am focussing my research on these
teams, trying to understand more about what skills they
require of their members.
Since you work
in Self Directed Teams at YYYYY, you
and your team are perfect for helping me learn more about
teams and what they require of their members.
If you decide
to participate I
will be planning to
1. ) observe your team meetings,
2. ) interview you and other team members
Everything you say will be absolutely confidential.
Names of individuals, groups and organization will not be
revealed.
In return, you will have an opportunity to think about
some of the things you have learned about working as a team
member.
Your thinking may assist you to better understand
the skills and knowledge that you and others bring to your
team.
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After I am done with the research and have written it
up, I will meet with the team to discuss anything
interesting I learned from the research.
If the findings
seem as if they might be interesting to others who work in
and with teams, I will try to publish the findings.
In all
cases, the name of the organization and the names of team
members will be kept confidential.
Please feel free to contact me if you have questions
or comments. I look forward to meeting you.
Yours truly.

Judy Glaser
1-253-9607
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WRITTEN CONSENT FORM

To Participants in this Study:
As I have discussed with you, you know that I am
requesting that you participate in a study I am conducting.
I would like you to know more about me and about the study.
For most of my 20-some years as an administrator,
I
have been enthusiastic about employee involvement in
decision-making in organizations:
My experience has led me
to think that such involvement 1) makes work more satisfying
for the workers and 2) helps the organization do its job
better.
Recently as I have been studying at the University of
Massachusetts, my interest in Employee Involvement has led
me to study groups in the workplace.
I have become
particularly interested in employee involvement through Self
Directed Work Teams and am focussing my research on these
teams, trying to understand more about what skills they
require of their members.
Since you work
in Self Directed Teams at the (name of
site), you and your team are perfect for helping me learn
more about teams and what they require of their members.
In return, you will have an opportunity to think about
some of the things you have learned about working as a team
member.
Your thinking may assist you to better understand
the skills and knowledge that you and others bring to your
team.
I am interested in the knowledge and skills that
individuals bring to the complicated work they do as members
of teams.
My research will involve:
♦observing your team in action
♦interviewing

some team members and supervisors

Everything you say will be absolutely confidential.
Names of individuals, groups and organization will not be
revealed.
With your permission I would like to tape record
the meetings I observe and our interviews.
After I am done with the research I will write it up.
It may be published and I may sometimes give oral
presentations about it.
In all cases, the names of the
organization, terams, and team members will be kept
confidential.
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Although you are consenting now to
project, you may withdraw that consent
also withdraw your consent to have any
the interviews or observations used in
document.

participate in this
at any time.
You may
specific excerpts
of
any published

In signing the form below, you are agreeing to take
part in the study under the conditions set forth above.
You
are also agreeing that you will make no financial claim on
me or on the University of Massachusetts now or in the
future.
Thank you for agreeing to be part of my research
project.
I look forward to working with you.

Judy Glaser
Organizational Development
School Of Education
Hills South
University of Massachusetts
Amherst, Massachusetts

I, _, have read the above
statement and agree to participate as the subject of the
study under the conditions stated above.

Signature of Participant

date

Judith S. Glaser
Organizational Development
School of Education
Hills South
University of Massachusetts
Amherst, Massachusetts 01003
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CHARACTERISTICS OF TECHNICAL, ADMINISTRATIVE, PROBLEM¬
SOLVING, INTERPERSONAL AND TEAM SKILLS

1. Characteristics of Technical Skills
These would include any indication of expertise about
the participants' particular job or the job of others in the
group:
Example;
"I read in the VW Journal last night that
there is a compound that we can use for MMM that will
improve RRR by XXX.”
OR
"The machine used for YYY needs to be rehabbed every
WWW hours of use.
We ought to be hitting that in two
weeks and we need to plan for it.”

2. Characteristics of

Administrative skills

Example:
"I'll do the scheduling for vacation planning
for August.”
OR
Its important to talk to team X about this idea.
will we do that?
OR

How

Any other evidence of planning, organizing, staffing,
directing, coordinating, reporting, budgeting.

3. Characteristics of Problem Solving Skills
These skills will include:
-knowledge of steps in problem solving process
-knowing how to "go after” a problem, e.g.:
"We've
been talking for ten minutes about this new thing that
we have ben observing.
Can we define it?”
-Knowledge of different ways to begin to solve the
problem once defined:
brainstorming
nominal group
force field analysis
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4.

Characteristics of interpersonal skills
These skills typically include
the skills that result
in good communication, listening and giving feedback,
conflict resolution, effective group problem solving
and
decision making, effective team meetings and the
communication skills which enable an individual to
exert influence within a group.

5.

Characteristics of group development skills
There are generally agreed to be several stages through
which groups pass on their way to productivity.
It is
important that group members know these stages and also
know that different leadership techniques work well for
each of the different stages. (Carew and Parisi Carew,
1984). Examples of such knowledge might be:
"You know, because John has just joined the group
we've gone back to earlier stages in our group
development and that is why we're arguing so much just
now.
It would be a good idea to think of some of the
techniques to use for "storming” groups to help us work
our way through this stage.
OR
Mary, I don't think strong direction from one person,
such as you, will work well for our group after all the
time we've been working together.
I'd like to suggest
that the group discuss the issue a bit more and that
every one have a chance to express their ideas before
we decide what to do about this.”
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ANNOTATED LIST OF INTRAPERSONAL AND COGNITIVE SKILLS
DESCRIBING CHOICE OF SKILLS ON WHICH THIS RESEARCH IS BASED
Comment

Skill
Intrapersonal skills include:

Not observable

Observable

Not observable

Not observable

* Ability to recognize
internal conflict (Hirschhorn,
1991; Weisbord, 1990. Kegan,
1979)
* Ability to recognize,
identify, and deal with
Feelings (Hirschhorn, 1991;
Weisbord, 1990; Kinlaw,1991;
Lawson and La Fasto, 1989;
Argyris, 1964; 1967. Kegan,
1979)
* Ability to use and recognize
use of Personal Power (Kotter,
1985; Weisbord, 1990; Block,
1986; Wellins et al, 1991;
Kinlaw, 1991)
* Ability to understand ones
responses to authority and
power (Kotter, 1985;
Hirschhorn, 1991; Weisbord,
1990; Lawson and LaFasto,
1989. Kegan, 1979; Belenky et
al, 1986)
* Ability to take and yield
leadership (Weisbord, 1990,)

Not observable

Observable.

Observable

* Ability to be flexible
(Kinlaw, 1991; Bartelme, 1991.
Belenky et al, 1986).
* Willingness to disagree with
majority or higher authority
(Kinlaw, 1991; Lawson and
Lafasto, 1989, Hirschhorn,
1991. Perry, 1970; Belenky et
al, 1986; Gilligan, 1978;
Kegan, 1982; Kegan and Lahey,
1984).

Not observable.

* Understanding one's own
reactions to risk taking
(Kotter, 1985; Harper and
Harper, 1989; Vaill, 1989;
Lawson and LaFasto, 1989;
Graham and Bishop, 1991;
Zenger et al, 1991. Belenky et

al, 1986; Kegan, 1979.)
* Ability to recognize and
take the perspective of others
(Vaill, 1989; Weisbord, 1990;
Massarik et al;, 1985. Perry/

1970; Belenky et al, 1986;
Selman, 1977)•
Observable.
* Understanding one's own
preferred style of response
and interaction with people
and events (Meyers, 1987,
Carew et al, 1992; Perry,
Not observable.

1970; Belenky et al, 1986;
Kegan, 1979; Kitchener, 1982).
Conceptual Skills include:
* Analysis Skills Waterman,
1987; Weisbord, 1990; Wellins
et al, 1991. Knefelkamp,

Widnick and Parker, 1978b).
Observable

Observable

* Diagnostic skills
1985).

(Kotter,

* The ability to analyze
systems and their component
parts (Weisbord, 1990;
Vickers, 1965; Emery and
Trist, 1960; Bassaches, 1984;

Belenky et al, 1986; Kramer,
1990).
* The ability to see the
relationships between systems
(Emery and Trist, 1960,
Weisbord, 1991; Kitchener,
Combine the two
skills that refer to
systems thinking:
Observable.

1983b; Commons, 1982; Richards
and Commons, 1984; )

* The ability to define
problems and address illstructured problems (Harper
and Harper, 1989; Weisbord,
1989; Orsburn et al, 1990,
Lawler, 1986. Kitchener,

1983a, 1983b; Kitchener and
King, 1981; Bassaches, 1984;
Selman, 1976; D. Heath, 1978).
Not observable.
* The ability to synthesize
and integrate concepts
(Weisbord, 1990; Lawler, 1986;
Hirschhorn, 1991; Argyris,
1964; Graham and Bishop,1991.

Bassaches, 1990; Belenky et
al, 1986; D. Heath, 1977;
'Kegan, 1982; Kegan and Lahey,
1984; Kitchener and King,
1990; Kramer, 1989; LabouvieVief, 1990).

Observable.

* The ability to deal with
ambiguity, be flexible, and
live with uncertainty (Vaill,
1989; Hirschhorn, 1991;
Weisbord, 1990; Wellins et al,
1991. Bassaches, 1984; Belenky
Divide Flexibility
and Ambiguity.
Observable.

et al, 1986; Kegan and Lahey,
1984; Kitchener, 1983b;
Kitchener and King, 1981;
Kramer, 1990)),
* The ability to assess and
take risks (Harper and Harper,
1989; Vaill, 1989; Lawson and
LaFasto, 1989; Zenger et al,
1991;
Graham and Bishop,
1991. Perry, 1970; R. Heath,

1964) .
Observable

.
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INTERVIEW GUIDE

Team members who have been thought to demonstrate
targeted skills
The purpose of the interview is:
1.
To validate or invalidate that what the researcher
heard as statements belying intrapersonal or conceptual
skills was or was not knowingly used that way by
participant.
2.
To see how participant describes "the way they
think.”
3.
To see if participants have a sense of the
statements/thinking patterns being useful to the group,
and if so, how.
4.
To see what sense participants have of the
history/sequence of how they obtained the skill to make
the statement.

Sample questions:
"I'd like to ask you about some of the things I've
heard you say at the meetings I've observed.
I've written
down a few things...let me read them to you, then i'd like
you to try to remember what you were thinking as you said
this.
READ.
Would it help you to reconstruct your thoughts
if I played you the tape of the meeting starting a few
minutes before?
"Try to remember what was going through your head when
you said that.
*

Why do you think you decided to speak up?

* Why do you think you decided to say that particular
thing?
*Do you often say things like that?
some other examples?

Can you give me

*Do you feel you have
special way of thinking that
leads you to say things like that?
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* Now that we've been talking about these kind of
skills for a while, let me ask you something else about
them.
Do you think they are useful in the group?
Tell
me how you would describe that usefulness.
On a scale
of 1-10, how important would you say they are?
Why?
*How do you think you came to think like this. .
you remember other times when you were younger?

.can

*Can you think of any experiences where you first/early
had to learn to use this kind of thinking?
*Do you have any sense of. . .what we might
call. .
.earlier forms of this kind of thinking?
When do you
first remember using it?
And later, in high
school. . .?
And now. . .how do you use it now?
At
home, too?
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EXAMPLE OF SQUARENOTE CARD

LARRY\SYSTEMS\BENCHMARKERS\primary\National Tool\

15.

4: p.

12,

11.

44-19

syst

Larry:
”In a quarterly thing, where everybody comes
together ,that's where those arguments will take place.
You
know, I didn't meet this because such and such and such and
such was taking place, and it resulted in all this crap. .
.and the guy who knows it is sitting right across the table
from me.
And I know it happens now, butits happening
between those two guys, ...”
signal:

making a system out of random, uncoordinated parts,

validation:

yes.

p. 16, 11.36-38:
"And if people have to formally prepare
things and analyze them and look at reasons for variations
on a quarterly basis, that would keep it going!”
p. 16, 11. 23-29:
"that is happening in little bits and
pieces,the marketing may sit with the manufacturing plant,
but there's nobody from finance, and there's nobody from
shipping, lets say or distribution in it, someone from
financial.
Its just my firm belief that I think
there's got to be more of a group get together where people
look at these things, try to understand the trends, so
they're getting more of the bigger picture, ”
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QUALITY IMPROVEMENT PROCESS PROJECT
TEAM CHECK LIST

TEAM NAME:__

TEAM #

START DATE;_PROJECTED COMPLETION DATE:
TEAM MEETING SCHEDULE

(DAY & TIME):_

STEP 1.
REVIEW TEAM RULES (ONE HUNDRED MILE RULE) & CONDUCT TEAM
DYNAMIC TRAINING
STEP 1 COMPLETED:_DATE:_
STEP 2.
COMPLETE WORKPLAN-DISCUSS PROBLEM, IDENTIFY WHO IT AFFECTS
(INTERNALLY & EXTERNALLY) AND COLLECT INITIAL DATA.
(USE INFORMATION HUNT IF NECESSARY) COPY TO COORDINATOR.
STEP 2 COMPLETED:_DATE:_
STEP 3.
DETERMINE PRICE OF NONCONFORMANCE USING PONC WORKSHEET.
COPY TO COORDINATOR.
STEP 3 COMPLETED:_DATE:_
STEP 4.
SET MEASURABLE AND REASONABLE GOALS IN ACTUAL UNITS OR
PERCENTAGES.
ESTABLISH TIME LIMITS FOR ATTAINMENT OF GOALS.
COPY TO
COORDINATOR.
STEP 4 COMPLETED;_DATE:_
STEP 5.
DETERMINE CHART TYPE AND DESIGN AND HOW IT WILL BE USED.
INCLUDE GOALS IN CHART TYPE AND DESIGN.
STEP 5 COMPLETED:_^DATE:_
STEP 6.
WHEN CONSENSUS IS REACHED SUBMIT RECOMMENDATIONS DIRECTLY TO
JOHN DAVIS VIA THE QUALITY IMPROVEMENT PROCESS PROJECT TEAM
RECOMMENDATION FORM IF DISAPPROVED, GO BACK TO STEP 1.
STEP 6 COMPLETED:_DATE:_
STEP 7.
IF APPROVED, COMPLETE THE APPROPRIATE CHANGE FORMS AND SUBMIT
TO THE APPROPRIATE VICE PRESIDENT FOR APPROVAL.
STEP 7 COMPLETED:_DATE:_
KEEP MINUTES OF EACH METING, DEVELOP ACTION STEPS 10 MINUTES BEFORE THE
CONCLUSION OF EACH MEETING—COPY OF MINUTES TO COORDINATOR.
WORK TOWARDS CONSENSUS & ACHIEVING GOALS.
INVESTIGATE ALL AFFECTS OF
POSSIBLE CHANGE.
IF RECOMMENDATION INCREASES ANY OF THE FOLLOWING,
FURTHER INVESTIGATION IS REQUIRED (SAFETY RISKS, DEFECTS, COLLECTIVE
THRUPUT TIME, SPACE, STAFF SUPPORT, JOB DIFFICULTY)
ALL MEETINGS SHOULD BE SCHEDULED FOR ONE HOUR (MAX) AND ATTENDED BY ALL
TEAM MEMBERS.
MEETINGS MUST START AND END ON TIME.
INCREASE SALES,

INCREASE PROFITS, WORK HARD, HAVE FUN.
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